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ABSTRACT

The present study is an analysis of 17 case studies
on innovation, organized by the Council for Educational Research and
Innovation for the Council of the Organisation for Econonmic
Co-operation and Development. The general purpose of the case studies
is to achieve more understanding of the change process in education
in relation to political, administrative, organisational and
educational dimensions. The research approach involves a study of
innovations at the central, regional, and school levels of the
educational system. Volumes I, II and IIJ of this series present the
case studies, The first and second chapters of this fourth volunme
establish the theoretical framework of the study. Chapters III, IV
and V review the reports and examine certain aspects in the
descriptions of each of the institutions at each level in an attempt
to identify common or contrasting features. Chapter VI looks at
educational innovation from the individual's point of view.
Alternative roles of research in educational innovation are explored
in Chapter VII. Chapter VIII examines some of the factors explaining
barriers and unintended effects in innovation. Chapter IX synthesizes
findings to use them as a basis for discussion about roles and
functions of different institutions at various levels in the
educational system. Annex I lists the location and researcher for
each of the case studies; Annex II presents a draft of the revised
guidelines for the case studies. (KSW)
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This publication is one of a series of four volumes
on educational innovation :
Volume | is concerned with central institutions ;
Volume 11 deals with innovation at the regional level ;
Volume 1l deals with innovation at the school level ;

Volume 1V “Strategies for Innovation in Education”,
summarizes and draws conclusions based on the earlier volumes.
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The Organisation for Economic Co-operation and Development (QDECD), which
was set up under a Corvention signed in Paris on 14th December, 1960, provides that
the OECD shall promote policies designed:

~ to achieve the highest sustainable economic growth and employment and a rising
standard of living in Member countries, while maintaining financial stability,
and thus to contribute to the development of the world ¢conomy;

— to coniribute to sound economic expansion in Member as well as non-member
countries in the process vf economic development;

— to contribute to the expansion of world trade on a multilateral, no-discriminatory
basis in accordance with international obligations.

The AMembers of OECD are: Australia, Austria, Belgium, Canada, Denmark,
Finland, France, the Federal Republic of Germany, Greece, Iceland, Ireland, ltaly
Japan, Luxembourg, the Netherlands, New Zealand, Norway, Portugal, Spain, Sweden,
Switzerland, Turkey, the United Kingdom and the United States.

The Centre for Educational Research and Innovation was created in June 1968
by the Council of the Organisation for Ecoromic Co-operation and Development for
an initial period of three ycars, with the help of granis from the Ford Foundation and
the Royal Dutch Shell Group of Companies. In May 1971, the Council decided that
the Centre should continue its work for a period of five years as from Ist January, 1972,

The main objectives of the Centre are as follows:

— to promote and support the development of research activities in education and

undertake such research activities where appropriate;

— to promote and support pilot experimenis with a view to introducing and testing

irnovations in the educational system;

— 1o promote the development of co-operation betweea Member countries in the

field of educational research and innovation.

The Centre functions within the Organisation for Economic Co-operation and
Development in accordance with the decisions of the Council of the Organisation, under
the authority of the Secretary-General. It is supervised by a Governing Board composed
of one national expert in its field of competence from each of the countries participating
in its programme of work,

© Organisation for Economic Co-operation and Development, 1973,
Queries concerning permissions or transtation rights should be
addressed to :
Director of Information, OECD
2, rue André-Pascal, 75775 PARIS CEDEX 16. France,
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PREFPACE

The vast literature on the dynamics of social change, with
its two main sources in the empirically-based social sciences
which grew up in the United States and in Marxist political and
soclal theory, makes it necessary to justify yet another report
on this subject, This Justification lies in the reality that,
whereas it seems apparent tuvday that social changes are mainly
driven by changes in sccial values and culture, most existing
theories make the social components of change subordinate to eco-
nomic or technological transformations in society.

The very idea that there might be "Strategles for Innovation
in Education" - the title of this report - implies a voluntariat
concept of social change in contradistinction to the view that
social change is a residual. 1t means that we can "create" the
education system, and therefore the society, that we in some
sense want,

Herein 1lies the dilemma. For in education, and in all
soclial affairs, "we" are the parents, the children, and the com-
munities which in the real world have conflicting views of what
we want. Thus, a strategy for educational change cannot be
orchestrated by policy makers. It must allow for the participa-
tion and power of all the social groups involved, whether
national, regional or local. .

At the same time, the general features of the educational
system must reflect the will of the political community in its
most general sense, for in the societies of the second half of
the 20th century education has become a key to equity for all
citizens. And equity to some extent means the same for all.
Thus we find in education all the problems of relating general
political decisions to grass roots democracy.

It was for these reasons that the study which follows was
based on a variety of casg‘étudies at different levels of the
educational system, ranging from central government institutions
to individual schools.
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The new thing that emerges from the stnudy is that, whilat no
single model could or should prevail, the broad features of an
innovation system in education that can respond to modern needs
are identified. Some decisions about change in the educational
system belong, of necessity, to the community as a whole; in that
sense there should be a national strategy for educational change.
At the same time, many changes can only be initiated at the local
level, and all call for creative action in the school: decentra-
lisation of power is thus a necessity for the functioning of the
educational system. Yet the school can only be creative if the
environment is conducive to change, and this is dependent on many
aspects of policy for which national, regional and local authori-
ties are responsible: financing, information systems, research
and so on.

We are thus led to the conclusion that one of the most chal-
lenging tasks in the 1970s will be to develop national innova-
tion systems which can facilitate change as a permanent feature
of eduraticnal systewms. This challenge is common tc many areas
o1 social action i{n addition to education, for example health and
urban development. It is hoped that this report will thus have a
significance beyond the field of education as such.

The project has Involved the professional and organisational
efforts of a considerable number of people, and the final syn~
thesis is built upon such efforts. It is in a real sense the pro-
duct of a team effort, and I would like to thank all those whose
painstaking professional contributicns, particularly in the case-
studies on which the whole analysis has been constructed, were
essential to success.

The results of the project will appear in four volumes, of
which the present report is the final synthesis:

Case Studies of Educational Innovation:
I - At the Central Level
IT - At the Regional Level
11T - At the School Level
IV - Strategles for Inncvation in Education

The author of the final analysis reported in this volume is
Mr. Per Dalin, who was the CERI staff member responsible for
developing and supervising the project.
J. R. GASS
Director

Centre for Educational
Regearch and Innovation
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SUMMARY AND CONCLUSTIONS

The present study is an analysis of 17 case gtudies of inno-
vation organised by CERI, following a recommendation from the
CERI conf:rence on the Management of Innovation in Education,
held in Cumbridge, England, in 1969. The general purpose of
these case studies was to achieve a better and more comprehexnsive
understanding of the change process in education in relation to
political, administrative, organisational and educational dimen-
sions. The research aporoach invelved a study of innovations at
three different levels of the educational system, namely:

1. Imnovations at the central level
2. Innovations at the regional level
3. Innovations at the school level.

The rationale behind the selection cf these three levels of edu-
cational practice was the assumption that the influence of various
forces inside and outside the educational system would operate at
one or more of these levels.

A Theoretical Framework

A8 a basis for the research design, a survey of the litera-
ture on change was undertaken, and a set of definitions was chosen
to allow internatiocnal comparison of results. The term "innova-
tion" in this study means "a deliberate attempt to improve prac-
tice in relation to certain desired objectives". This, however,
does not exclude innovations which are also concerned with the
shaping of new objectives or policies or functions unrelated to
0ld objectives. The definition implies that something better is
replacing old practices. The important question is better for
whom? This has been an important question for all the 24 resear-
chers who were invited to plan the individual case studies and
carry out the field work.

In this study the following categories of educational inno-
vation have been distinguished:

11
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SUMMARY AND CONCILUSIONS
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In this study the following categories of educational inno-
vation have been distinguished:

1

ERIC

Aruitoxt provided by Eic:



[E

O

Category I Qblectives and Functions

Innovations concerned mainly with the objec-
tives and functions of the school in its
broader social and economic context.

Category II Organisation and Administration
Innovations concerned mainly with the organi-
sation and administration of the educational
system,

Category III Roles and Role Relationships
Innovations concerned mainly with role defi-
nitions and role relationships,

Category IV Curriculum
Innovations concerned mainly with the
teaching/learning process, its aims, content,
methods, evaluation, material and the inter-
nal organisation of instruction.

The term "strategy" is used as a broad concept meaning "all
available procedures and techniques uged by individuals and groups
at different levels of the educational system to reach desired
objectives"., A typology originally developed by Bennis, Benne
and Chin(1) was used as a frame of reference in the study. The
three main categories are:

1, Empirical-rational strate:ies
2. Normative-re-educative strategies
3, Political-administrative strategies.

As a model for analysis, a process-oriented model of innova-
tion was chosen, referred to in the study as the planning-
research-development- and diffusion model (P-R-D-D'ﬁodel).

The tasks for the present analysis can be summarised as fol-
lows:!

A first task has been to study the process of innovation as
observed at the three levels in the system, and to compare this
with the P-R-D-D'model. A particular point of interest is the
conditions under’which innovation takes place.

Ave various types of innovation managed differently? What
effect on the process and on the direction of change does

1) Bennis, W.G., Benne, K.D. & Chin, R, The Planning of Change.
Holt, Rinehart & Winston, London, New York, Jdydney, Toronto,
1969, See further discussions Chapter II.

12
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participation nf dA{fferent interest groups have? TFinally, what
effect do different personnel policies have?

A more general discussion of alternative roles of research
as a strategy i{n the innovation process has been undertaken on
the basis of this detailed analysis. 1In this respect it ig of
major interest to analyse the various relationships between
decision-making and research.

The study of various barriers and unintended effects has
been used as a starting point for an assessment of the process of
innovation, and an overall evaluation of roles and role-
relationships in the educational system has been used to propose
a structure for educational innovations,

Central institutions for educational inngvation

The institutions that were studied in this category were the
Kesearch for Better Schools Inc. (U.S.4.), the New Jersey State
Administration, Division of Research, Planning and Evaluation
(U.S.A.), the Schools Council (England and Wales), the National
Beard of Educaticn (Sweden), the National Council for Innovation
in Education (Norway), the Ontario Institute for Studies in
Education (Canada), the Bavarian State Institute for Educational
Research and Planning (Federal Republic of Germany). Relatively
few characteristics are common to all the institutions studied.
They all, however, represent a departure from traditional stra-
tegles for educational change. They represent a necessary link
between the rformulation of a nnrmative change at the policy level
and the implementatiun of thi: policy. They usually cover wore
than one specific sector of the system and more than one région
nf a country. Their concern with ti > educational system as a
whole is another departure from traditional, vertically divided
educational administration, and provides an opportunity for a
wider view of ecicational needs in the entire system. Some
institutions look upon inrovation as a means for serving politi-

,cal objectives, others regard innovation as a response to crisis
in the present system, and still others look upon innovation as
a systeratic research and develcpment process. They differ sig-
nificantly in their relaticnship to policy, and also in their
srganisaticnal set-up.

A wlde range of activities takes place in all the institu-
tions, large-scale curriculum developrment being the most impor-
tant activity. The P-R-D-D ‘model has been compared with the

13
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innovation practices in the institutions studied. So far only
the RBS uses the P-R-D-quodol 86 its approach to its curriculum
development, Various aspects of this model are apparent in the
other institutions, partly depending on their original struoture
and relationship to the schoola, and to decision-making bodies.
A11 institutions use a_combination of strategies in their
work., Often political-administrative strategies provide a basis
for empirical-rational approaches, and in some cases the latter
are used to strengthen the basis for political-administrative
strategies. The normative-re-educative strategies represent the
most radical departure from present practice in the institutions,
and in only few cases are such strategies used by the institutions

themselves, 7Ihe weakest part of the process in the institutions
seems to be the problem-identification phase. This phase is more

a political process than an empirical one, but is inadequately
organised, particularly in institutions not closely related to
the decislion-making structure. The different strategies used for
different categories of innovation seem te follow the same pat-
tern in all institutions.,

Innovative regions

The regions studied were the Leicestershire region {(U.K.),
the Devonshire*) region (U.K.), the Malmd region (Sweden), the
Wetzlar region (Federal Republic of Germany), and the York region
(Ontario, Canada). The regions were chosen not because they are
necassarily the most innovative regions in their country, but
because they are involved in inmovation to a fairly high degree,
and are continuously trying to improve ’*eir own practice. Each
of them represents the chief responsible educational administra-
tion between the national level and the schools. They differ in
their responsibilities, particularly in the way they formulate
and adopt new policies and develop and implement innovations.

Educational regions, by their very nature, play a middle man
role. Althoﬁgh they sometimes show leadership and initiative,
they are relatively small units and have small resources for
innovation, and therefore they try to link external with internal
resources. They play a linkage function. Negotiation is an
important part of regional innovations, and the managerial group
plays both an initiating and a service role. Evaluation is sel-
dom done in a formal sense, and in fact few innovations at the
regional level fall into the pattern of the P-R~DwD model.

122

#){"Devonshire" and "Devon" synonomous.

14
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A key element in the rcglonal strategy is the use of infor-
mation and outside experts in the process. Also the change from
the use of inspectors, whose main function was to control class-
room practices, to the use of advisers, or consultants, is an
interesting exampie of a change from a political-administrative
to an empirical-rational &and & normative-re-educative strategy.

Innovative schools

The schools which were chosen for this study were the 0Oslo
Experimental Gymnas {Norway}, the Tapiole School (Finland), the
Rfdovre Experimental School (Denmark), the Countesthorpe College
(U.X.) and the Thornlea S¢hool (Ontario, Canada). The schools
were chosen not because they had been identified at eny time w-.th
any one particular innovation, but because they were seen as
schools able to fmprove their own practices. They were either
schools "for the future", mainly resource-centred schools, or
"anti-schools", schools with radical alternative practices to
those of traditional schools.

New decision-making structures were important innovations in
two of the schools, as well as new teacher/student relationships.
Individualised instruction in one form or another was important
in three schools, The same was true for flexible groupings.

More subjlect-oriented innovations were typical for two schools.

All schools, but in particular those experimenting with new
modes of instruction and evaluation, faced negative reactions
from parents and the community. 1t appears that, as external con-

straints (e.g. examinations) are modified, local control mecha-

nisms (e.g. parents) tend to replace traditional external controls.
The process of innovation was characterised by openness

towards the outside world, and towards discussion and criticism

inside the schools. In most cases the innovations were not inven-
led in the strict sense by the schools. Rather they were '
developed by the schools. Al cases illustrate that no idea,
practice or product is automatically applicable in the school.
Education is a process where an understanding of complex social
interaction procedures, human needs, administrative constraints
and the readiness of the total "school culture" is essential
before any innovation can even be started.

Evaluation is not done in any formal sense in the schools.
In most cases, however, through openness and skilful management
a process evaluation takes place.

15
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In all the schools the "climate" is regarded as the most
important factor in the process of innovation, Leadership, par-
ticipation in decision-making, a problem-golving capécity and
openness towards problems and people seem to be important aspects
of this climate. Consensus about objectives or means is not
taken for granted and conflicts are an intrinsic part of any
innovative project.

There is no clear relation between the freedom which each
school has to innovate and the type of innovation which occurs in
the school, and which it defines as its task. All.schcols are

restricted by external constraints (regulations. examinations,
financial 1limits) and by internal constraints (philosophy or
group climate). Fewer external constrairts do not necessarily
give the school more relative freedom to innovate. External
"constraints" are sometimes important shelters for the schools,
and if one tries to remove them, other mechanisms of control
replace them. This is particularly true if the constraints
reflect expectations in socliety or a description of the way one
wants to see the schools behave. Schools are not free in the
sense of having freedon to determine their own function. Most
schools have some freedom to determine their practices, as long
as these are not inconsistent with the function of the school.

A careful analysis of the function which each external regulation
plays in relation to expectations in society is necessary if one
wants to give the individual school more freedom. As educational
systems function today, one is inclined to question seriously the
concept of autonomy of the school in the process of policy for-
mulation and even policy adoption.

The individual and the process of innovation

To what extent can the individual influence, participate in
and learn from the process of educational innovation? If the
innovation process is a continuous renewal process, it is an
important learning process that should involve individuals at all
levels of the educational system. Teachers form an important
interest group in the educational system. Teacher participation
in innovaticn is looked upon as crucial for its success. There
are clear differences amongst the countries with respect to the
type of involvement and the degree of involvement of teachers in
the process of innovation. Although teacher contributions are
crucial, it is difficult frem the case studies to draw general
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conclusions on the effect of teacher pavrticipation. In schools
where there is teacher control of innovation, mest innovations
are concerned with curriculum changes, which usually do not
threaten the role and status of the teachers and are far less
loaded politically than problems of school structure and admini-
stration. The fact that teachers play a part in the planning and
development of innovation does not necessarily mean that schools
are "better off", since the very fact that teachers have control
may prevenit the schools from doing more "relevant" things, both
in the short and the long term, than innovations in curriculum.

Student participation in innovation also seems to have impor-
tant effects on the direction and process of change which differ
considerably from those produced by teacher involvement. In
schools where gtudents have an important say, the innovations
which are favoured concern new roles, role relationships and
managenent structures. Students also geem to regard a number of
the traditional curriculum innovations as irrelevant and of little
value, '

It is not necessarily clear, therefore, that "participation
in decision-making" means more democratic decision-making. In
mosgt cases where localism is favoured, it means control by local
- _Qrofessional groups and conseguently the neutralisation of other
A gjoups who might conserve practices that others may wish to see
changed dramatically.

. In few cases are the parents actively involved in the inno-
vation process in the schools. They do not seem to object to
internal educational innovations if these do not change the func-
tion of the school. As a conclusion, one can say that the mana-
gerial group in particular, and also the teacher group, are the
most influential groups in the process.

Various incentives, snlection and recruitment procedures
tend to influence the process of innovation. This is true for
all innovations studied, and may explain both individual and
institutional behaviour to a large degree. In most cases, how-
ever, it is noted that the procedures adopted are developed for
maintenance rather than innovative functions in the system.

The role of leadership secems to be crucial in most institu-
tions studied, in particular at the school level. Various styles
of leadership seem to produce the same type of result, but in all
cases "leaders" seem to play an active role in the search for
information and knowledge relevant to the innovative activities.
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Alternative rovles of regearch in educational innovation

The growth of educational research and development has resul-
ted in new types of institution with innovation in education as
their only or main mission. This implies a change in the organi-
sation of regearch and ¢ften also a change in the role of research.
The research role is discussed in this volume in relation to the
P-R-D-D model, to policy, and to the schools. The possibilitiea
and limitations of the planning-research-development~ and diffusion
model are summarised, based on the analysis of the 17 case studies,
The model !s locked upon as being a possible instrument for the
development of certain innovations in education, mainly restric-
ted to certain fields in the curriculum area. In these areas,
care has to be taken to secure a proper balance of objectives.

If the model is used as an overall model for educational change,
it means a centralisation of power based upon empirical-rational
strategies, and this has implications for the whole educational

system, particularly at the classroom level.

Mrst of the central institutions studied are orienteds. -
towards policy-making. However, their relationship to policy
differs. There is no clear common trend in the institutions
studied in torms of their relationship to policy-making. It is
clear, however, that the degree of dependence on policy-making
has definite consequences for the activities and the process of
innovation,

This analysis argues for a new and wider research role in
the schools themselves., Characteristic of this research role is
service to the user, to teachers, parents and students as well.

The purpose is "informative criticism"(41) which in the long run
may create a critical attitude which is regarded as a necessary
condition for a healthy educational system.

Barriers and unintended effects

Various barriers and unintended effects in the prucess of
innovation have been analysed. It is assumed that the proper
balanc between stability and change is important in any educa-
tional system. At the same time, conflicts and unrest in the
system may be used as important incentives for meaningful changes.

1) Eide, K. Educational Research Policy. CERI/OECD, Technical
Report, 1971,
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In most innovative projects, creative individuals are crucial,
and on the other hand the process tends more and more to be regu-
lated and systematised., Sometimes creativity and planned beha-
viour are incompatible dimensions.

It is important to consider the way evaluation functions in
the process of innovation. Evaluation is important, but nften

it is connected with unjustified conservatism, and most often it
is based on a 1imited understanding of how the educational system

functions and consequently has serious unintended _effects.

The barriers to innovation, which are observed in most cases,
are not necessarily bad or unwanted. In many cases, the mana-
gerial group defines barriers as psychological resistance towards
change, and change agents see their role as to serve as midwives
and to convince those who are luvkewarm. However, barriers can
generally be classified in any of the following categories:

1+ They are value conflicts, since major innovations always
involve changes in educational, social, political or
economic objectives.

2. They are power conflicts, since major innovations often
imply a redistribution of power.

3. They are practical conflicts, either since many innova-
tions cannot prove their quality or because various
management problems have not been solved.

4. They can also be psychological conflicts, arising from a
fear of the unknown,

Why do some innovations fail? In many cases the reason can-
not be traced back to the innovator or any other internal factors
in the process. Usually the cause is a lack of understanding of
political, legal, administrative and financial constraints, inclu-
ding the in-built reward and punishment structure, all of which
have been created to maintain the existing system and not to serve
an innovative function. An understanding of these processes is
necessary if innovations_are to succeed.

Most innovations are based on certain ideolcgies and it is
conSidered crucial that innovators should be able to understand
the underlying assumptions or the ideology behind their ideas,
and to evaluate their relevance critically in relation to contem-
porary lssues in a broader educational, social and economic con-
text.
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Strategies for educational innovation

If we look at the educational system and analyse the process
of innovation throughout the system, we find that we are dealing
not with cne, but with several precesses at various levels of the
system, In the central institutions, for example, the proces. is
mainly cne of initiation, development and evaluaticn. The pro-
cess at the reglonal level is mainly one of linkage, and at the
school level the process is mainly one of practical problem-
golving. If we try to identify the "ideal place" in the system
for {nnovative decision-making we have to take into account both
the type of innovation and the stage in the process.

When we analyse the formulation and adoption stage of an
innovation, as well as the development and implementation stages,
a complicated picture arises which is difficult to summarise
(see Chapter.l.}, 1In any system, whether highly centralised or
highly decentralised, problems of implementation are particularly
complex. Innovations dealing with new objectives and functions,
mostly concerned with the educational structure, seem to benefit
from a rather centralistic organisation. Innovations dealing
with administrative and organisational developments, and innova-
tions in role relationships, are difficult to implement. Changes
in human relationships can rarely be achieved by force, merely
by means of laws and regulations, Present incentive systems are
also important factors to consider in the implementation of these
innovations. We know too little about how‘complex social systems
change role relationships and decision-making structures, It is
a_tenable hypothesis that every single school has to find its own
sclution and therefore has to go through a continuous learning
process. This would require drastic changes in conventional
thinking about schools. The role of central authorities - or
rerhaps of any external authority - in_the dissemination and
implementation of these innovations {role and role relationships)
is therefore in principle questionable and difficult.

Innovaticns in curriculum and examinations have clearly an
in~-built geal or value couponent and a technical component {as
most inncvations have}. The groups most directly involved in
these innovations, namely the teachers and the students, have
raised serious deoubts about present attempte to reform the sys-
tem, and a rethinking <f roles and responsibilities is necessary
in all systems studied,

In the discussicn of strategies for educational inncvation,
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the question of centralisation versus decentralisation is vften
raieed. There is no indicaticn in the case studies that any one
decision-making structure is generally more desirable than another
as a strategy for educational innovation. The prodblem is usually
that different types of innovation demand different types of
solution, The only conclusion one c¢an draw is that clear rela-
tionships between decision-making structures and strategies for
educational innovation do exist. Solutions have to be found in
relation to what one wants to achieve. This dewands a flexible
educational organisation that can adjust to the objectives for
the system and not the other way around. 1In all cases certain
constraints will have to be imposed upon the school. The con-
clusion of the study is that the following constraints may be
necegsary in any case!

1. "Quality" requirements in certain core activities.

2. Entrance requirements in certain receiving institutions,

3. Requirements concerning equality of educational oppor-
tunity.

4. Regulations concerning the level of expenditure,

The final section of the study sets out a structure of edu-
cational innovation which may satisfy basic requirements in all
the countries studied. In some countries parts of the proposed
structure are already operating. Education as a service function
for the user is accepted as an ideal, on the assumption that the
process necessary to facilitate educational innovation can best
be achieved through the active involvement of the user. It is
also assumed that any innovative system has to be regarded as
highly dynamic.

It seems important that all countries should have a national
innovation policy which can redefine the nature, the objectives
and the functions of education in its social and economic con-
text, Without such a national policy, the individual learner,
the school and its staff, would be hampered by outdated laws,
regulations and requirements, because the structure itself is the
main mechanism of control upon the individual school. The
national innovation policy should not be concerned with only one
stage of the process or only one type of innovation, but requires
an analysis of the whole educational system and the conditions
for a successful innovation process, Its role is to lay down the
conditions for innovation in the system.

A case is also made for a local innovation policy, which
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should aim to facilitate a continuing dialogue in the schools
themselves, and between the schools and the regional and central

bodies. Careful consideration should be given to those aspects
of the poliey which encourage 8 problem-solving attitude and an

innovative climate. With major responsibilities for institutional
change, the innovation process in the schools may be the most
important learning process for both teachers and students, and
others who participate in it.

An innovative support structure is also required to assist
in the process of innovation. ILocal teacher centres may be one
form of mechanism, already successfully implemented in some coun-
tries; research and development centres are other important
resources; and a national information network that can be used
by students, parents, teachers and the managerial group is
highly desirable.

A national discussion of priorities and means in a critical
analysis of the present educational structure {s needed bvefore
precise strategles for innovation are chosen.
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Chapter I

INTRODUGTTON

Over the past 30, 40 or %0 years, change has become part of
our everyday 1ife., OQur expeétations have changed accordingly,
The last 20 years in particular have seen remarkadle innovations
in nearly all aspects of human activity; and the basic attitude
which has been the driving force in all our advances in the eco-
nomic, scientific and technological fields, has been an attitude
of optimism, a belief that improvement is possidle.

Social institutions, education included, have also undergone
change. We have seen a drive towards & better quality in our
institutions, an attempt to close the gap of social and educa-
ticnal inequality, major investments to extend educational oppor-
tunity, and large-scale pedagogical reforms to improve the quality
of instruction. As Robert Oppenheimer pointed out in 1955, the
extent of these changes created a need for social reform:

"In an important sense this world of ours is a new world,
in which the unity of imowledge, the nature of human com-
munities, the order of society and culture have changed
and w11l not return to what they have been in the past.
What is new is new not because it has never bveen there
before, but because it has changed in quality."(1)

Development in this period has partly been guided by a young
but ambitious and fast-growing social science. The drive towards
better social institutions, which was characteristic of the 19%0s
and the 1960s, was based largely on the view that social organi-
sations, though complex and large, could drastically improve their
quality in much the same way as had happened in other fields,
such as medicine or agriculture, provided they were supplied with
adequate resources and skills.

Facing the 1970s, one has a feeling that the reform movement
has itself undergone a form of change, both in quantitative and

”
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qualitative terms, We no longer assume that there is ary perfect
correlation between increased resources and better quality,
Increasing enrolment, giving educational opportunities to a large
number of students, dces not necessarily produce either equality
or quality. fThe development of well-validated teaching-learning
systems, soundly based on research, and seemingly far better in
"quality" than traditional instruction, does not necessarily
result in bvetter classroom practice, Similarly, the shift of
decision-making power, for example from central to local autho-
ritiec, does not always improve the quality of decisions, or
encourage creativity or even increase public concern for education.

The research community has come to recognise the immense and
complex problems involved in changing large social systems.
Education, being one of the largest of human enterprises, is cer-
tainly experiencing all the pains connecteld with the increasing
Jdemand for improvements and the meagre results of large-scale
reform efforts,

In most of the economically and technologically advanced
western countries, we are in the middle of a switch from "educa-
tional optimism" towards "educational realism"”. Consequently
the results of the attempts to reform edncation throughout the
1960s are being analysed carefully; the various conflicting
oblect!ves and demands inherent in the reform movement are under
discussion; and the search for new strategies for educational
innovation has become a matter of central concern.

Following a conference on the Management of Innovation in
Education held in Cambridge in 1969(2), CERI organised & series of
case studies of innovations in some exemplary settings at central,
regional and local level. This volume is an attempt to synthesise
and gnalyse the major findings of these studies.

From the discussions in Cambridge it was clear that the first
general area that needed examination and elucidation was the con-
cept of change itself: how to recognise and how to evaluate it,
particularly in relation to certain directions and goals. Very
often, what we think of as an innovation in education is only a
superficial reshuffling of priorities or activities, underneath

which things go o¢n much as before. Alternatively, a real change
may have unforeseen or undesired results. Furthermore, attempts
to innovate sometimes come about as hasty and unthinking reac-
tions to crisis, with little thought of what the long-term or
even the short-term results will be., It is for these reasons,
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among others, trat the stated goals of educational systems often
are nct met. If gcals are to be met, it is necessary to be able
to recognise what the real needs of a situation are, then to
recognise a solution that fits the situation, then to recognise
whether the sclution has actually worked. An integrated body of
lm~wledge upon which to base such judgements does not at present
exist.

The process of innovation also needs examination. Various

theories have been advanced to explain how change comes about
(see Chapter II); yet despite such theoretical knowledge, little
is actually known about the factors which set the process of
change into action. fThe benefitis and the beneficiaries of any
change are frequently not immediately apparent. Knowledge of the
critical elements in success or failure is lacking. Because of
these gaps in knowledge, innovation in education is frequently a
trial and errcr process in which little attention is given to
procedures which would maximise the chances of success. Thus,
time, energy and money are wasted.

Another area of which not enough is known is the role played
by administration and institutions in bringing about change in

education. Some countries have establiched mechanisms and stra-
tegies for change in education, and these have had varying success.
It would appear that those who see change as only, or primarily,

a legislative process have not had marked success (see

Chapter VIII). Other procedures or strategies working on a dif-
ferent basis have frequently been more successful, at least

within the ccnstraints imposed upon them by time and place. Not
erough is known, however, about why these latter strategies have
succeeded, or whether they are transferable in part or in whole

to other regions or nations.

Similarly, the different role< played by individuals, inclu-
ding leadership roles, need examination. In particular CERI was
interested in how the process of innovation could be made meaning-
ful for every irdividual who participates in the process. Is it

possible to organise the process without conflicts, or are crises
inevitable in the process of innovation? Is it possible to reach
consenst.e and create a new equilibrium in the system? What is,
after all, the ultimate objective of educational innovation?
Would the process of innovation be the same regardless of what
type of innovation we are dealing with? Certainly there seem to
be different considerations, depending on the nature of the thirng

to he changed and also on the objectives or intended outcomes of
the innovation process.
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Educational systems in Member countries differ considerably
as a result of their different histories and different political,
social and economic conditions, The process of innovation neces-
sarily has to be related to these different conditions. 1Is it
possible to identify how initiatives and decisions on specific
innovations are most likely to succeed?

A main factor in CERI's decision to carry out these 17 case
studies was the feeling that existing knowledge did not contribdbute
enough to & comprehensive understanding of the process of inno-
vation and its isanagement, Theve are hundreds of studies of
change, many of them concerned with change in education. The
weakness of these studies, however, is that few of them are of an
empirical nature; few are related to specific educational con-
ditions; 1little is known of the role which different organisa-
tions can play in the process of educational innovation; 1ittle -
1f anything - is known of the interrelationships between different
decision-making levels in the educational system as they affeot
innovationy and few studies have analysed the term "innovation"
itself and the implications of its interpretation for the manage-
ment of the innovation process.

In these circumstances, CERI saw as its task to bdbring
together knowledge derived from empirical studies, in such a form
that it could be used as a guide for Memder countries in deter-
mining policlies for innovation in education.

CATEGORIES OF STUDIES

The purpose of the case studies was to understand how edu-
cational éhange is taking place in selected, exemplary settings.
Specifically, the purpose of the case studies was to develop
knowledge of the planning, strategies, mechanisms and management
patterns employed in innovative schools, innovative regions, and
central institutes for educational innovation. The case studies
were designed to descrive these major mcdes of operation, and
therefore concentrated on:

1) the management of the innovation process;
ii) the management of the internal social system in support
of the innovation process;
111} the management of the relationships with the external
environment insofar as it affects the innovation pro-
cess.
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The first category of studlies counrised the studies of cen-
tral institutions for educational innovation, The idea of a cen-
tral institute for educational innovation is new, and the eatab-
lishment of such institutes is itself a significant development.
The significance lies in the fact that the establishing of such
institutes indicates both a recognition at the national or state
level of the need to innovate in 2ducation and also an interest
in 8o dving. Planning and striving for educational innovation is
now seen as part of the function of central government. Though
such central institutes are generally in their infancy and are
not widespread among Mémber countries, their potential impact on
the pattern of educational change and the speed at which it occurs
is considerable. A

However, the precise role of these institutes and how they
should functicn are questions to which no clear answer is yet
available. Consequently, the overall objectives of the studies
of central institutions concerned with educational innovation were
to understand how they define their role in the process of educa-
tional innovation and how they attempt to carry out this role.

The institutions were chosen so as to reflect the many different
possibilities of role and function, ranging from national councils
for innovation to large-scale research and development institu-
tions, all of them, however, set up to improve educatiocnal prac-
tice throughout the country or state.

The second category is the studies of inncvative regions.
"Region®" was defined geographically and politically as an area
comprising territory marked off for special administrative pur-
poses; "innovative!" indicated areas in which innovation hus taken
place and continues to take place. Such regions are in the fore-
front - nationally at least - of those who apply advanced solu-
tions to educational problems. They are not usually, nor neces-
sarily, the source of new or advanced soluiions to major problems,
although this activity may be carried out to some extent; clearly,
however, they are leaders in application, A good deal is known
about some of the characteristics of such regions, What is only
vaguely known is the strategles or procedures which such regions
have evolved, both to initiate inncvation and also to manage the
continuous innovation process. It is this dual problem that lies
at the heart of the case studles of the regions.

The third group of studies is the studies of innovative
schools. An innovative school is not the same as an experimental
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school or a school which has at some time been identified with a
particular innovaticn. By innovative schools we mean a school
whieh is continuously able to luprove its own practice. As in
the other categories, innovation does not necessarily stand for
scmet nii.g new - universally new - but scmething which is rather
rew arnd better for a particular institution or social system.

An innovative school, therefore, may well be in the process of
adopting and adapting new solutions from other schocls; but the
important feature about the school is that it is able to improve
its own practice on an on-going basis.

"The change process" in education is not an easily defined
process. What type of change are we talkinrg about? Do we res-
trict ourselves to the narrower definition of “olascloom changes",
or do we include all types of changes that might be defined as
innnvations connected with changes in society at large? 1If, for
example, one were to consider what factors have had the most sig-
nificant influenes on education in the past 40 years, one would
prabably find that major changes in society have played a more
important role in educaticnal practice than any planning, research
or development within the education system - irrespective of
whether these have or have not been understood or taken into
account by educational or political leaders.

We recognise that many of the most significant changes in
education have their roots in changes beyond the control of edu-
cation (both politically and administratively). Although signifi-
cant changes originate outside the educational system, it does not
necessarily follow that they are beyond the control of education.
Cne can argue, for example, that the relative decline in teachers!
salaries and status which has been observed during the last 30
years in some Member countries, has had a more significant
influence on the quality of education than any curriculum reform.
This may be right (though we do not know): but even more impor-
tant is the observation that this is not simply due to changes
Leyond the control of education, but is due to the lack of coupre-
hensive strategies for innovation which take account inter alia
of the reward-system of teachers.

When we argue, therefore, that many changes seem to be beyond
the :oﬂtrol of educaticon, we do at the sawe tim: realise that many
crises and problems in education might have been avoided 1f the
proces.3: of innovation had been better unaerstood, and if full
acccunt had been taken of the relationships between educatior and
society. We have not taken the "unplanned" changes into
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consideration ir this study, but we have considered how far the
central, regional or local educational institutions have them-
selves taken account of these considerations i{n their work.

A study of the three levels of education (ecentral, regional,
gchool) 18 too limited in many ways to achleve a full understanding
of the change process. There are many other institutions and
influential groups which have a significant effect. For example,
one could look at the role of teacher unions, the role of mass
media, the influence of informal education, or the role played by
naticnal or international pressure groups. The rationale behind
the selecticn of the three levels of educational practice is that
sowehow or other the influence of all other groups has to be trans-
lated through one ov more of these institutions. They are in dif-
ferent ways responsible for the educational practice. What we
are studying, therefore, is not the role of teacher unions (for
example), but the way in which the influence 07 these unions has
an effect on the work in the institutions studled.

SELECTION CRITERTIA, METHODOLCGY AND TIMING

A main cbjective of the studles was to gather empirical facts
about the process of innovatisn. Such data are lacking from many
of the studies of innovation which are currently‘available. The
present studies, however, cannct be regarded as definitive. As
already suggested, they are designed to provide preliminary data
and perspectives upon the process of innovation, and some of their
limitations are best considered at this stage.

It 1s more or less impossible from the very nature of the
problem to select sites on a representative bvasis. There are not
very many central institutions, for example, that can be chosen.
Finding out where innovative regions and schools exist in 20 Mem-
ber ccuntries 1s another major problem. None ¢f the institutions
that were chosen for this study 1is perfect in any sense; all have
problems, and one of the purposes of the case studies is to clarify
these problems.

The examples were chosen from a relatively small sample of
institutions through interviews and informal contacts, having the
above-mentioned objectives and definitions in mind. After careful
consideration and a full use of informal contacts, the following
11st of central institutions, regions and schools, was agreed upon,

each of them having been chosen in the 1light of the criteria
already established.
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Michael D. Usdan
Oddvar Vormeland

F.E. Weinert,
Heribert Simons

Leon Ovsiew

2 - AT THE REGIONAL LEVEL

Leicestershire,
United Kingdom

Devon, United Kingdom
Wetzlar, Hesse, Federal
Repudblic of Germany
York County Board of

Education, Ontario, Cunada

Malmd, Sweden
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% - AT THE SCHOOL LEVEL

1. Countesthorpe College, Gerald Bernbaum,
Leicester, United Kingdom ‘

2. The Experimental Gymnasium, Trond Hauge
0slo, Norway

3, Thornlea School, Ontario, Michasl Fullan,
Canada

4., Rfdovre School, Rfdovre, Tom Ploug Olsen
Denmark

5. Tapiclan School, Tapiola, Lyyli vVirtanen
Finland

These studies have been published by CERI in 1972 in three
publications under the following titles:

Cage studies of educational innovation

t. At the central level
2, At the regional level
3. At the school level(3)

CERI worked out a commen rasearch outline and relevant guide-
lines for the whole project within the Secretariat during the
surmer and autumn of 1970. In the same period, planning, selec-
tion of sites, agreement with national authorities, institutions
and researchers was completed. In December 1970 a pilot project
was undertaken by Professor Richard O. Carlson who also assisted
in the design work during the autumn. In January 1974 a research
seminar was conducted in Norway to discuss and refine the design
and most of the researchers participated in the seminar., 1In
Annex II(4) an example is shown of the guidelines for the resear-
chers which they worked out in co-operation with CERI staff. The
same kind of outline was used for all three types of studies.

In the period from February to April, the field work was carried
out in all sites and the first reports were delivered in May 1971.
During the summer and autumn of 1971 the revision of the reports
was completed.
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Chapter II

A_THEORETICAL FRAMEWORK

The purpose of this chapter is to present a theoretical
framework for the case studies and for the analysis of their
findings. We start by defining the terms which we shall use,
taking {nto account the different funoctions which the terms have
come to perform in the cultures studied.

Subsequently, we examine some of the contributions of recent
research literature to the issues which are our main concern in
this volume and we review critically some of the major theorles,
models and approaches which have been adopted in the attempt to
explain social change and innovation.

In particular we put forward a specific model of innovation
in education as a basis for analysis and discussicn of certain
major questions which arise in our study of strategies for inno-
vation in educatinn.

DEFINITIONS

In the last d~cade the number of research studies on change
in various fields has run into the hundreds. Everett M. Rogers
and Floyd Shoemaker have summarised some 1,800 publications,
including many which deal with the diffusion of innovations(5).
Michael Stuart and Charles Dudley in their Bibliography on Orga-
nisation and Innovation(6) have 1isted about 650 entries.

Norman D. Kurland and Richard I. Miller include approximately 170
entries in their Selected and Annotated Bibliography on the Pro-
cegses of Change{7) and Ronald G. Havelock has approximately 4,000
entries in his Bibliography on Knowledge Utilisation and Dis-
semination(8).

Though all these works focus on change, none contains a com-
plete 1ist ¢f all the work on the topic. Most of the publications
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mentioned above refer to American settings, except for Rogers and
Shoemaker who include many studies from developing countries.

When one adds to these the studies which have been done in Europe,
the variety of results and interpretations is all the more evident,.

~.In particular, because different studies use terms in different

ways the definition of terms is seldom as clear as would be desired.
In a comparative study such as this, therefore, some cross-
nationally valid definitions are necessary if the topic 1is to be
tackled in a meaningful way.

THE TERM "INNOVATION"

The term "innovation" seems to have different meanings in
different cultures, and is also used with different meanings in
the research literature. It is necessary to clarify what we mean
when we use the term innovation, particularly in relation to the
term change, and in speaking of planned innovation versus
unplanned innovation. Since innovation in education may cover
‘nything from a new school system to a new textbook, it is neces-
sary also to define what types of inncvation we are concerned
with,

CHANGE AND INNOVATION

Guba(9) has suggested the following definition of change:

"There are some perceptibvle differences in a situation,
circumstance ~r a person, between some original time t,
and some later time t;."

The term innovation is often dealt with in the studies more

or less in the same way as the term change. Barnett{10) has given
the following definition:

"Innovation is any thought, behaviour or thing that is
new because it is qualitatively different from existing
forms."

Other definitions tend to concentrate on the adoption and
diffusion of innovations. These definitions distinguish between
"a new idea" and its "operationalisation", Thus, Beal and
Bohlen(11) have given the following definition of innovationt
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"4 change which Involves not only a change in materials
but also a complex of changes with regard to their use.”

Other definitions describe innovati-n as a process - for example,
Niehoff{12):

A process that begins with an idea on the part of a
change agent and ends in its adoption or rejection by
the potential recipients."

In the same way, Richland(13) has given this definition:

"A creative selection, organisation and utilisation of
human material resources in new and unique ways which
will result in the attainment of a higher level of
achievement for the defined goals and objectives,”

The comment of Havelock(14) on innovation is relevant here:

"There is nothing inherently valuable or good in innova-
tion, as such. We innovate whenever we try anything new,
when we inhale a cigarette for the first time, when we
first teach a class without bothering to prepsre for it,
or when we discover that we can cheat on a test and get
away with it., Usually, of course, when we use an .expres-
sion 1like tinnovation in education? we think we are talk-
ing about something more positive, a change for the 'bet-
ter', or something that is both new and beneficial. Even
S0, we may have a tendency to slip into the assumption
that something is good because it is new or different
from what we have done before., Many observers have noted
that education (in the United States) is prone to this
sort of faddism, the mass adoption of one innovation
after another without regard to either its demonstrated
value or its potential consequences, positive or negative."

This point is one which has been taken up in recent litera-
ture, particularly in dealing with education. Innovation is looked
upon as change -~ as described above - buti with a specific qualifi-
cation, that it is brought about deliberately to improve practice
in relation to certain stated objectives.

Marklund, in a recent study for the OECD(15), makes the
following distinction between innovation and change:

"fhe term intovation as used in school and teaching is
often synonymous with the term change. If this change is
on a broad scale and affects an entire school system, one
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frequently speaks ir terms of a reform. It would ve
incorrect however to refer to every change as an inno-
vation. It must imply an imﬁrovement towards a pre-
determined objective, Innovation always presupposes
one or more qualitative criteria,"

Miles(16) says:

"Generally speaking it seems useful to define innova-
tion as a deliderate, novel, specific change, which is
thought to be more 2fficacious in accomplishing the goals
of a system,"

Brickell(47), in his process definition of innovation, imp-
lies a gecal-directed or value-directed improvement in the term:

"The entire process of generating a new form of educa-
ttrnal practice (along with the concepts underlying it
and the materials needed to execute it), trying it in
small-scale laboratory settings to get information for
the purpose of redesigning it, testing it in a variety

of field settings (to discover what it will do under nor-
mal ¢onditions, and disseminating it to prospective adop-
ters (to inform and aid them in adopting it). Adoption,
which nust accompany dissemination (dissemination is
sending; adoption is receiving), is also included in

the definition.”

In our use of the term innovation we mean a deliberate attempt
to improve practice in relation to certain desired objectives.
This, however, does not exclude innovations which are also con-
cerned with the shaping of new objectives, or policies or functions
not related to old objectives. Most studies of educational inno-
vaticns, however, are concerned with relatively small adjustments
of 0ld practices, replacing them by new methods, organisational
arrangenents or perscnnel policies. The innovations are not con-
cerned with a redefinition of objectives, but rather with a redefi-

nition of the operatiocnalisation of old objectives. The result is
the development of "change-models" and "theories" building on con-

sensus and resulting in management techniques based on behaviour

modifications (e.g. sensitivity training), seldom exploring the
underlying assumptions and ideu’:gies implicit in the approach.
When we say a deliberate attempt we usually mean a planned
attempt. Planned inncvaticns, however, usually imply specific and
often technocratic planning procedure which is not always necessary
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for innovations to oceur. We do not, therefore, imply that inno-
vations always originate in a "planning-research-development-
diffusion" process. Jome innovations may well be just deliderate
policy decisions bvased on practical experience. In most cases,
however, as seen in this study, the process of innovation implies

a complex interplay of activities including most of the steps
usually mentioned under a "planning-research-development-diffusion®
process, . ‘

Herzog(18) criticises planned change on three grounds. He
feels that most approaches to the concept

"(1) are naively profession-o-centric, {ii) view schools
as objects to be manipulated, and {iii) fail to recog-
nise that most people are attached to whatever they are
currently doing because they believe in the value of it,
not because they are resistant to change.”

In our definition of innovation, we do not imply necessarily the
traditional definition of a planned change process, which very
often has been open to Herzog's criticism.

We have included in our definition a specific qualification,
i.e. that innovation is something better than what it replaces.
"Better" for whom? Is it possible to imagine innovations that are
better for everybody.‘that every individual or group will benefit
from the innovation process? If someone does not benefit, is con-
flict then inevitable? Innovation, as we have defined it, may
well mean improvement for some (e.g. students) but may not alter
conditions for others (e.g. other students or teachers); and it
may even worsen conditions for others again (e.g. parents, State
finance, or even other students). Discussions of innovation,
therefore, should include not only a careful definition of what
improvement has resulted but also whg has gained. (See Chapter VI)

4 TYPOLOGY OF INNOVATIONS

Innovations in education are now béginning to spread over the
whole area of educational activities, Since we are concerned
with inncvations in eight different countries, the need for clearer
distincticns between types of innovations is obvious in order to
identify the process within the variety of innovations which we
are dealing with. It is not, however, possible to draw rigid
liges between activities. Innovations in complecx social systems
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are highly Interrelated. Therefore we have to look for the main
intended oblectives of an innovation when we make up a "typology"
of innovation. A variety of distinctions has bee 8Buggested {n
the literature reflecting Aifferences in the basic philosophy of
education as well as in specifie interpretations of the innovation
process.,

Marklund{19) has mentioned three levels of innovation:

"Level 1: The external structure of the school, above
all in respect of *he number of grades, stages and divi-
sions into different courses of studies.

Level 2: Timetables and syllabuses with aims and con-
tent of subjects or groups of subjects.

Level 3: The teacher's instruotional methods, the
pupils' way of working, educational materials, study
material and forms of evaluation.”

These three levels of innovation suggested by Marklund are
of interest because they reflect a hierarchical understanding of
the process of innovation, closely related to a policy-oriented
approach. They do not include innovations which are concerned
mainly with a change of educational objectives, 1In Marklund'!s
definition, of course, this is basically u« political process and
not an innovation process.

Good1ad(20) has also defined three levels of curriculum
development, a political, an institutional and an iustructional
level,

Miles(21) describes eleven samples of innovations:

"organised according to the aspects of a social system with
which they appear to be most clearly associated."

1. Boundary maintenance operations;
2. Size and territoriality:

Physical facilities;

e

4. Time vse;

5. Goals;
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6. Procedures;

7. Role definition;

8. Normative beliefs and sentiments;

9. Structure (relationships among parts);
10, Socialisation methods;

11. Linkage with other systems.

At this stage $t fs useful to return to our distinction be=
tween Iinnovations which are basically concerned with new objectiveé
and functions of education on the one hand, and innovations con-
cerned merely with the introduction of new practices within the
already established framework.

Later we shall draw a distinction between the formulation of
an innovation (i.e, new objectives), the adoption of this innove-
tion, and the implementation in practice of the innovation (i.e.
institutionalising change). 1In this study we shall be concerned
with all three aspects of innovation as thcy relate to the insti-
tutions studied.

For the purpose of this study, we have devéloped the four
categories of innovation which are described below, They are
obviously highly interrelated {as we shall see in many subsequent
examples). In all categories we distinguish between:

a) the overall educational system (various levels and inter-
relationships between levels) - the general level

b) the individual school and its environment - the institu-
tional level,

Category 1: Objectives and functions:

Innovations mainly concerned with the objectives and functions
of the school in its broader social and economic context

Examples of this category of innovation at the general level
are the Scandinavian comprehensive school reform, "model city"
programmes in the United States (which imply increased enrolment
of socially disadvantaged groups and a redistribution of resources),
integration of special education in the ordinary school system
(e.g. in Norway) which imply a redefinition of its functions, the
integratiocn of vocational training and general education (e.g. in
Sweden and Norway), and new developments such as career education-
programmes in the United States which redefine cbjectives and
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functions of the achoal system in relation to the economic system.
At the instituticgal level there are fewer examples of inno-

vations in this category. One type, hcwever, is the attempt in
nearly all the countries studied to redefine the functions and
relationships between the schooel and its environment(22).

Category 2: Organisaticn and administration:

Inrcvations mainly cecacerned with the crganisation and admini-

stration of the educational system: also included here are

the control, the finance, the decision-making and the supply
of l.gistics.

Innovations in this category are clearly concerned with the
development and implementation of new practices within a given
policy framework. They are method-oriented. This does not mean,
however, that they are unrelated to objectives. On the contrary,
they are defined in terms of stated otjectives and subcordinate to
these bjectives.,

There is -bviously a great variety of examples of this kind
~f inncvation, both at the general and at the institutional level.
They range frow new management procedures, techniques for admini-
strative control, organisational patterns for co-operation between
institutions, participation in decisicon-making, redefinition of
alministrative raspensibilities between levels of administration,
and tne recrganisation of instruction.

category 3: Roles and role relationships:

Innovations mainly concerned with reole definitions and role
relationships

Again, these inncovations are related to objectives and are

m2thed-osriented. There are clear relationships with (ategory 2
(orrarisation and administration) but the cobject is not to improve
technigues and procedures, but to improve the roles which indivi-
duals perform, and the relationships between individuals and
grouyus.

Ideally speaking there is no real innovation in Category 2
without a subsequent innovation in this category, and vice versa.
In practice, however, this is often overlooked. Administrative
rearrangements are introduced without careful consideration of the
implications for individual roles and role relationships. On the
other hand, changes in role relationships (e.g. between teachers
and students) occur without necessary administrative and
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functions of the school system in relation to the economic system.
At the institutiopal level there are fewer examples of inno-
vations in this category. One type, however, is the attempt in
nearly all the countries studied to redefine the functions and
relationships bvetween the school and its environment(22),

Category 2: Organisation and administration:

Innovations mainly concerned with the organisation and admini-
stration of the educational system! also included here are '
the contrel, the finance, the decision-making and the supply
of logistics.,

Innovations in this category are clearly concerned with the
development and implementation of new practices within a given
policy framework. They are method-oriented. This dces not mean,
however, that they are unrelated to objectives. On the contrary,
they are defined in terms of stated objectives and suhordinate to
thege objectives.

There is obviously a great variety of examples of this kind
of innovation, both at the general and at the institutional level.
They range frow new management procedures, techniques for admini-
strative control, organisational patterns for co-operation between
institutions, participation in decision-making, redefinition of
administrative responsibilities between levels of administraticn,
and the reorganisation of instruction.

Catezory 3: Roles and role relationships:

Innovations mainly concerned with role definitions and role
relationships

Again, these inncovations are related to cbjectives and are
method-oriented, There are clear relationships with Category 2
{organisation and administration) but the object is not to improve
techniques and procedures, but to improve the.roles which indivi-
duals perform, and the relationships between individuals and
groups.

Ideally speaking there is no real innovation in Category 2
without a subsequent innovation In this category, and vice versa.
In practice, however, this is of*en overlooked. Administrative
rearrangements are introduced withcut carsful consideration of the
implications for individual roles and role relationships. On the
other hand, changes in role relationships (e.g. between teachers
and students) occur without necessary administrative and
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6rganisationa1 arrangements, There are examples where links bet-
ween these categories are not necessary, but in most cases they
are.

Innovations in this category range from new role relation-
ships between teachers and students, teachers and administrators,
school personnel and researchers, school personnel and local,
réegional and central administration, to a redefinition of
operational tasks implying new responsibilities (e.g., a new
teacher role) or the introduction of new roles (e.g. a "change
agent'"),

Category 4: Curriculum:

Innovations mainly concerned with curriculum, its aims, con-
tent, methods, evaluation, material and internal organisation
of {nstruction

The term "curriculum” is understood quite differently in the
countries studled, ranging from a concept that includes almost
everything (including Categories 1 - 3) to a strict definition of
"teaching plans" (k%rerplan), as in the Scandin;vian guidelines
for the instructional process. We will use the term here as iden-
tical with the teaching-learning process, 1ncluding the elements
mentioned in the definition given.

Innovations in curriculua are concerned with aims, but only
as an gperationalisation of broader objectives (see Category 1).
Most of the innovations considered in this study fall into this
category.

We have deliberately not drawn a line between "political"
and '"professional" natters., Presumably, innovations 1n'Category 1
(objectives and fun:tions) would traditionally be looked upon as
political. However, we take the posifion in this study that all
innovations are political in the sense that they are value-1daded
and influence the lives of individuals in one way or another., All
innovations are also professional in the sense that they imply the
use of general or speclalised knowledge in a systematic way.

STRATEGIES OF INNOVATION

Is it possible to identify different ways in which innovations
as defined above can be formulated, developed and implemented?
If complex social systems like the educational system are required
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to change for certain reasons - how doee it happen? Can such a
process be planned, stimulated, guided and evaluated?

We have chosen to adopt the concepts of strategies as origi-
nally presented by Chin(23). 1In a later work Bennis, Benne and
Chin(24) revised and expanded this original paper. Their analysice
is chosen because it is comprehensive and seems appropriate for
our use. We shall try to clarify the main implications in each of
the strategiec which Bennis, Benne and Chin outline, noting the
specific characteristics and the assumptions involved. We will
also exemplify these mai{n strategies with some of the illustra-
tions which Bennis, Benne and Chin have given in their study.

Havelork(25) proposes a similar clustering of theories and
strategies of innovation under the headings of "Research-
Development~-Diffusion", "Social Interaction", "Problem Solving"
and "Linkage".

First, it is necessary to consider more generally‘how the
term gtrategy is to be defined. Again a variety of definitions
is to %e found in the literature,

The Third Area Conference for Planning and Effecting Needed

Changes in Education(26) made the following suggestions about
strategles:

"Strategies of Change is interpreted as including, but
not limited to, dissemination and provisions for utili-
sation of pertinent information regarding all aspects
of the proposed plan: ways of identifying and dealing
with internal and external (environmental) constraints
as well as facilitating influences: ways of identi-
fying potential opposition, conflicts and tensions and
of resolving them advantageously: appropriate means of
helping individuals, organisations and agencies to
effect needed change in their perspectives: and pro-
cedures (guidelines) for implementing proposed change."

Strategles by definition are related to the objectives of a
certain innovation. Several considerations should be taken into
account.

Thus, Guba(27) suggests:

"Any strategy would need a consideration of the fol-
lowing elements:

1) Assumptions concerning the nature of the practi-
tioner who will be exposed to the strategy.
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t1) Assumptions concerning the end state in which one
*wlshes to leave the practiticner.

111) Assumptions about the nature of the agency or
mechanism carrying out the diffusion activity.

iv) Assumptions concerning the nature of the inven-
tion.,”

The term "strategy" has been borrowed from the military field.
it has usually implied a strategy "from above". The term is there-
fore somewhat misleading when strategies other than hierarchical
are included in the concept.

Strategies for innovation, as used in this study, is a broad
concept meaning all available procedures and techniques used by
individuals or groups at different levels of the educational sys-
tem to reach desired objectives.

There are some common elements in all strategles for imnova-
tion. One element is the conscious utilisation and application
of knowledge. This knowledge may be a knowledge of "things" used
in controlling some part of the environment, or it may be know-
ledge about people, which is used to help to understand the beha-
viour of individuals and groups in introducing innovations, Very
often in education a specific "thing-oriented" inncvation, such as
a new curriculum, for example, not only lmplies knowledge about
this apecific innovation but also involves the use of uvehavioural
sciences to understand the process by which educators, students
and the entire educational system accept new curricula,

Bennis, Benne and Chin(28) identified three major strategies
for innovation:

1} Empirical-rational strategies;
2) Normative-re-educaticnal strategies;
%) Power-coercive strategies.

EMPIRICAL-RATINNAL STRATEGIES

The underlying assumption in these strategies, as defined by
Bennis, Benne and Chin, is that man is reasonable and will act in
some rational way. The primary task of the innovator, therefore,
is to demconstrate through the best known method the validity of a
certain innovation in terms of the increased benefits to be gained
from adopting it, An innovation is usually propcsed by scme
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person or group that knows the effect and also knows the person,
group or organisation that will be affected by the innovation.

Cbviously this strategy is based on an optimistic view of
human beings. It can be found throughout the whole Western world,
It is the bvasis for 1liberal practice and empirical research as
well as general education,

Some of the basic empirical-rational strategies, as seen by
Bennis, Benne and Chin are discussed below:

1) Basic research and dissemination of knowledge through
general education: This strategy of innovaticn is, of course,
still the most common strategy in the Western world. The under-
lying assumption is that innovations will most probadbly occur
through the actions of people and that people will innovate as
soon as their basic understanding is altered.

11) Personnel selection and replacement:

Very often the difficulty of ensuring innovation is looked upon as
a personnel problem. The strategy of specially selecting person-
nel for a given task was given a scientific "boost" by the develop-
ment of scientific testing of potentialities and aptitudes.

This approach has often been used to maintain a system in
accordance with the interests of the people in power rather than
to change the system for the benefit of the individuals and groups
involved, 1In inany cases, also, focusing on the personnel problem
has made it impossible to reveal difficulties inherent in the
social and cultural system itself.

111) Systems analysts and consultants:
An emerging strategy is the use of behavioural scientists as
"systems analysts". This approach regards innovation as a wide-
angled problem in whi:h all the input and output features are con-
sidered. The application of educational technology to curriculum
development comes closest to this school of thought. The approach
is based upon an "eguilibrium model", itransforming a system of
some discomfort into a system "in harmony", Usually the question
of redistribution of power in the system is not taken into account,
and the continuance of present structure is taken for granted.

iv) Applied research and linkage systems for diffusion of
research results: Thz best known example of this approach is to

be found in America in the land-grant university and the agricul-
tural extension system. The idea was to link bvasic research with
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applied research and with professional practitioners, very often

through demonstration centres and field experiments. This system
developed extension services, and county agents and practitioners
were attached to the demonstration centres or the land-grant col-
leges; from this the idea of "change agents" developed.

Recently in education, similar attempts have been made in
America (as well as in Europe) to 1inl: applied research activities
with basic researchers on the one hand and with persons in action
and practice settings on the otrer. This can be seen in parti-
cular in the creation of research development centres based in
universities and the regional laboratories connected with State
departments of education, colleges and universities in a gecgra-
phical area, and with various consortia and institutes which
tackle problems of innovation.

Bennis, Benne and Chin(29) say about this approach:

"The questions of how to get a fair trial and how to

instal an innovation in an already going and crowded

school system are ordinarily not bdbuilt centrally inte
" the strategy."

The rationale behind this is that if an innovation can show
that it can achieve what it is supposed to achieve, the consumer
will adopt i1t. (Further developments in this area will be dis-
cussed in the case cf Research for Better Schools, Chapter III)(30).

v) Utopian thinking as a strategy of change:

In the last few years a number of projects have been set up to
study the future of education; for example, the Eight-State
Project(%1) and the Europe Year 2000(32)., In both pubdlic and
private nrganisations futurclogy seems to have emerged as one
approach to innovaticn in education.

Basically this approach builds on present knowledge in an
attempt to "forecast" the future. It implies that the future
(which commonly is presented as "alternative futures") will be
based on trends and tendencies which can be observed today.

The underlying assumpticn behind the empirical-rational
strategies is that research is "neutral" and "objective". This
model of social science research is taken from the natural scien-
ces. The model defines the researcher as an Yobserver'. Philo-
sophically it is idealistic and closely related to positivism and
classical liberalism (see Chapter VII).

Since the strategy by definition excludes the question of
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values and itdeologies and assumes an "objective" position, the
process of innovation can be defined as a "knowledge utilisation
process®, If "knowledge" were accepted and utilised in this sim-
ple and direct manner, it would have tremendous impact. We know,
however, that knowledge in the social sciences is not identical
with power, since we know much more than we are able to put into
practice. '

The definition of "empirical-rational" which is implied in
the discussion above would be regarded as a rather narrow defini-
tion by many researchers, Also, the approach seems to build on a
"consensus-model™ which is not necessarily the only basis for
empirical-rational strategies.

NORMATIVE-RE-EDUCATIVE STRATEGIES

Normative-re-educative strategies of innovation develop from
theories which can be traced back to work of Sigmund Freud,
John Dewey, Kurt Lewin and others. Their basis is to regard as
of central importance the question of how the client understands
his problem. The problem of innovation is not a matter of supply-
ing the appropriate technical information, but rather a matter of
changing attitudes, skills, values and relationships. Change in
attitudes is just as necessary as change in products. Acknow-
ledging the client!s value-system implies less manipulation from
outside. 1Innovation is defined as activating forces within the
system to alter it.

As we can see, these assumptions about human motivation dif-
fer from those underlying the rational-empirical strategies.
Bennis, Benne and Chin(33) say about this:

"These strategies build upon assumptions about human
motivation different from those underlying the first.
The rationality and intelligence of men are not denied.
Patterns of action and practice are supported by socio-
cultural norms and by commitments on the part of indi-
viduals to these norws. Sociocultural norms are sup-
ported by the attitude and value systems of individuals -
normative outlooks which undergird their commitments.
Change in a pattern of practice or action, according

to this view, will occur only as the persons involved
are brought to change their normative orientations to
0ld patterns and develop commitments to new ones. And
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changeg in normative orientations involve changes in
attitudes, valuee, skills, end significant relationships,
not just changes in knowledge, information or intellectual
rationales for action and practice....,

"Intelligence is social, rather than narrowly individual.
Men are guided in their actions by socially funded and
communicated meanings, norms and institutions, in brief,
by a normative culture. At the personal level, men are
gulded by internalised meanings, habits and values.
Changes, not alone in the rational informational equipment
of men but at the personal level, in habits and values,
as well as at the socio-cultural level, are alteratious
in normative structures and in institutionalised

roles and relationships, as well as in cognitive and per-
ceptual orientations.”

In normative-re-educative strategies a change agent works
yith the client, He bases his work on the behavioural sciences
and his main concern is to i{dentify and bring out into the open
and take into account the attitudes, values and opintons of the
client. According to this school of thought, the change agent
seeks to avoid manipulation of the client by bringing the values
of the client, along with his own, into the open, and by working
through value-conflicts responsively.

Bennis, Benne and Chin emphasize the involvement of the client
in the innovation. It is assumed that the change agent must learn
to operate collaboratively with the client in order to solve the
client'!s problems. Non-conscious elements mus* be brought into
consciousness, and the methods and concepts which are used are
drawn from the behavioural sciences, Two groups of strategies are
mentioned by the authors:

1) Inproving the problem-solving capabilities of a system:
The stress here is on the potentiality of the client
system to develop and institutionalise its own
problem-solving structures and processes,

i1} Releasing and fostering growth in the persons who
make up the system to be changed: Her« the emphasis
is on the person as the basic unit of any social
organisation. Tt is believed that persons are capable
of creative action if conditions are made favourable,
Various methods have been designed to help people
digcover themselves as persons and commit themselves
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to continuing personal growth in the various
relationships of their lives.

Emphasis has been placed recently on releasing creativity
in persons, groups and organisations to cope with accelerated
changes in modern living.

Both these approaches believe that creativity may rise within
human systems and does not have to be imported from outside as,
for example, assumed in the rational-empirical approaches.

Basically these strategies are not looked upon as a relation-
ship between "knowledge" and something (or someone) to be changed
(as in the empirical-rational strategies). On the contrary, the
process is looked upon as a dialogue involving a client and a
"change agent'.

The normative-re-educative strategies build on an idealistic
understanding of human beings and an optimistic assumption of the
possibilities for meaningful changes initiated by the individual
and through the individual. The effectiveness of the strategies
is among other things based on the following assumptions:

1) Changes start with the individual and his "attitudes"
and not with the gsocial structure in which he is living.
A danger may be that the client easily accepts the
"status quo" of his environment, and that the type of
innovations which occur are merely minor alterations
within a certain framework (which is taken for granted).

2} A change agent can operate in a "value vacuum". There
is a danger that he may play a "social engineer" role.
In some approaches, however, the values of the change
agent are made explicit.

7) Changes can happen without any change in power or
subsequently any change in power relationships between
individuals and groups.

4) The basis for meaningful changes is consensus between
different interest groups in the system.

POWER-COERCIVE STRATEGIES (Political-administrative strategies)

The imposition of power alters the conditions within which othex
people act by limiting the alternatives or by shaping the conse-
quences of their acts. TFor the European tradition, at least, it
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is quite clear that power;coercive strategies, or maybe political=-
administrative strategies{?4), are -the best-known ways in which
educational systems have been developed and regulated. To what
extent these strategies have been taken for granted in an histo-
rical and soclal climate where authoritarian leadership was accep-
ted as the only leadership style, cannot le Jjudged. It may be
suggested as a hypothesis that rational and empirical approaches
and normative-re-educative approaches reflect mainly the value
systems which are commonly shared in some parts of our culture
today. ©S5till, political-administrative strategies are very fre-
quently used, both for control and for reshaping the educational
systems.

About this approach Bennis, Benne and Chin(35) say:

"It is not the use of power, in the sense of influence
by one person upon another or by one group upon another,
which distinguishes this family of strategies from those
already discussed. Power is an ingredient of all human °
action."

They see the differences rather in the ingredients of power upon
which the strategies of change depend, and the ways in which power
is generated and applied in processes of effecting change.

As further emphasized by Bennis, Benne and Chin, the rational-
empirical strategies also depend on power. Information or new
knowledge is in itself potential power. The flow of information
goes from men who know to men who dontt know. Nommative re-
educative strategles do not deny the importance of knowledge as a
source of power. In genaral, however, the political-administrative
strategies emphasize political, legal, administrative and economic
power as the main source of overall power. Other coercive strate-
gles emphasize the use of moral power, sentiment, guilt and shame
as legitimate.

Educational systems have been accustomed to the use of
political-administrative strategies in a variety of ways. Laws
have been passed against certain activities or ensuring others,
social Interaction is controlled b, school regulations, econonic
power is used towards certain ends, for example, as support to one
part of a curriculum and not to another.

More specifically Bennis, Benne and Chin mention ihe follow-
ing sub-strategies:

1) Strategies of ron-violence: This has been and still ie
one of the main strategies of minority groups for changing the
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conditions Jchools also have seen this strategy developed by
students in recent years.

11) Use of political institutions to achieve change:
Political power has played an important part in all institutional
1ife and will probably continue to do so, In education this has
been very much the case, in particular where majority votes have
been used to introduce changes into the system,

Those educational systems which still rely on administrative
and legal processes as the only basis for innovation, experience
the difficulties of getting these actually working in the system.
The process of re-educating persons who will have to behave in
different ways if the innovation is to be effective, has to be
undertaken. The innovation often requires new knowledge, new
skills, new attitudes and new value orfentations. It may require
changes in norms, roles and relationships. These cannot be dealt
with in a coercive way.

There are clear differences in the processes of formulation
adoption and implementation of innovations as discussed earlier
in this chapter,

iii) Changing through the recomposition and manipulation
of power elites: Inncvations, as seen by those using this stra-
tegy, cannot be achieved through consensus, but will always be
achieved through conflicts and power redistribution,

iv) Political-administrative related strategies: In
education coercive strategies have been used for a number of pur-
poses. The use of selection procedures, both for teachers and
students, can be locked upon partly as an administrative strategy.
Reward and punishment systems for teachers as well as gtudents is
another variant of such a strategy. The use of grants as well as
the re-allocation ¢f resources has a power coercive effect on
behaviour and in the teaching-learning process,

There is one distinct difference between the political-
administrative strategies and the others described above. The
ideologles and value differences between interest groups are ex-
posed by the open use of power. Real change is seen as a redis-
trivution of power, and the subjective position of any viewpoint
is not hidden.

We see two major problems in this position, Certainly there
are differences of interests and in the use of power in education
as in all other human institutions. However, concentration on
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the differences between interest groups in the struggle for al-
terations in power distribution might divert energy from other
important problems. We take the position that differences in in-
terests can best be understood as different relationships to the
material structure in society and its reward system., Alterations
in power inside the educational system will probably not alter
the basic problems which are common to virtually all individuals
working in this system.

The second problem which arises with the political-adminis-
trative strategies 1s the lack of coherence between intention and
reality. The strategies indicate procedures fo, the formulation
and adoption of innovations, but we are left with problems con-
cerning the implementation of these policies.

In this study we shall try to analyse the case studies in
the 1ight of these three main strategy orientations. As we have
already indicated, a specific approach to innovation cannot bve
described as egither empirical-rational or normative-re-educative,
or political-administrative. but rather as more or less influenced
by all three strategles, depending partly on which stage of the
process we are discussing.

A MODEL FOR THE INNOVATION PROCESS

Most of the studies we referred to at the beginning of this
chapter have tried to distinguish the critical elements in the
process of innovation. Since they have often focused on particu-
lar innovative projects and less often on macro-changes in a
complex social system, the models have stressed factors such as
stages in the planning, development and implementation of a certain
project, relationships between the innovators and their environ-
ment, different roles in the process (leadership, change agent,
evaluator, etc.,), and barriers to the introduction and implemen-
tation of the inmnovation,

Nearly all these models fall either into an empirical-rational
strategy or a normative-re-educative strategy. 1In fact they do
not differ much either in philosophical orientation or in prac-
tical description. One might call these attempts the prodlem-
solving approach. We will present some of the most useful for
our purpose, and later propose a model for the innovation process
for further aralysis in this volume,

The term "model" is not used in any strict sense in this
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context., Tt would probably be better to call it approach rather
than model. The difference between a model and a strategy is that
the model focuges only on the necessuwry steps to be undertaken in
the process regardless of the environment, while the strategy in-
cludes both the steps to be undertaken in the process and also
the complex considerations and activities which are linked to the
management of this process with its internal and external con-
straints.

Models for innovations as found in the literature are for
the most part either broad generalisations on such a high level
that they have 1ittle direct value for our understanding of
strategies, or they are very much "micro-oriented" and concermned
with specific social factors affected by change. In most cases
this orientation is concerned with a "theory into practice" model,
with the assumption that the:e is an orderly process from research
to development and to its practical use.

It might be appropriate to quote William McClelland(26) in
his review of existing change models:

"It is premature to do more than wish for a general
model, let alone a general theory of change and changing.
Accordingly, researchers have developed a variety of sub-
system models, each of which deals with some aspect of
the change process or with some specific setting. Quite
understandably they vary widely in comprehensiveness,
complexity and elegance."

We shall give two examples of models thai are of a broad
general nature but which in many ways give a philosophical orien-
tation to the more process-oriented models which we shall describe
below.

Bennis(37) identifies three general classes of change models:

1) FEquilibrium models: The target here is a
defencive social structure. The mechanisms
they utilise involve tensioln release through
anxiety redquction and their goal is a conflict-
free social structure.

i1) Organic models: The target is problem-

: solving activities, Mechanisms involve power
redist?ibution and conflict resolution, and
their goal is team management.

iit) Development models: The target is interpersonal
competence, The mechanisms they utilise are
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transformation of values and their goal is
authentic relationships,

Chin(38) finds four different classes of change models,
Three are much the same as those identified by Bennis, namely
"gsystems and component models", "organic system models" and
"development models”. He adds a fourth category called "Inter-
system models". Tn this latter category the changes 4o not aim
at a new equilidbrium, but rather at a state of dynamic dialogue
between interest groups.

Many other authors have developed process-oriented models
for change in social systems., Many models focus on the relation-
ship between a change agent and client system, The Lippitt-Watson-
Westley(?9) model has the following stages:

i) The development of a need for change;
i1)  The establishment of a change relationship;

111)  The clarification or diagnosis of the client
system's problem;

iv) The examination of alternative routes and
goals, establishing goals and intentions of
action;

v) The transformation of intentions into actual
change efforts;

vi) The generalisation and stabilization of change;
vii)  Achieving a terminal relationship.

Similar models have also been developed by Buchanan{40) and,
to a certain extent by Caldwell{41), Clark and Guba{42), and
Havelock(43).

Havelock(44) has also proposed a "linkage" model in which
sub-systems of research, developument, practice and consumption are
connected to one another by two-way influence and dialogue on both
needs and solutions, In Havelock's model, successful innovation
depends on the ability of both user groups and resource groups to
understand each other and co-ordinate their behaviour for common
goals.,

Goodlad and his associates(45) currently are developing a
change model focused at the level of the local school. It assunmes
the school as a whole as an organic unit for change(46), involving
the principal, teaéhers, parents, children and the immediate
service community. The intent is to have the individual school
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become a "self-renewing institution”™ through a process which they
refer to as DDAE: dialogue, decision-making, action, evaluation
and then repetition of the cycle. However, in recognition of the
fact that change is a lonely process, often resulting in alienation
from their peers of those who are endeavouring to change, the in-
dividual school is then linked up in what Goodlad and his asso-
ciates refer to as "the League of Co-operafing Schools". The in-
tent here is to build a nrew social system with a new set of pur-
poses, activities, rewards, ard the like, sufficiently strong to
offset the conservative social system of which the school is a
vart.

A1l the models presented are in some way or anoiher concerned
with how changes come atout. But is it possible to treat the
how-question separately without considering why changes should
~ome atnut, and in what direction the changes are intended to

bring us’

when we introduce these dimensions we are immediately con-
frorted by a political problem. Models which build on an assump-
tion .f neutralitv, rationality and consensus about change are,

in our wview, urrealistic. The consequence of a non-political
standpoint is not a "professicnalisation" of the matter, but
rather +o veil the realities of any change or innovation.

This question is8 directly linked with the question of interest
groups. Cur chservations make it quite clear that any innovaticn
,f any sutstance and meaning would involve conflicts, and the pro-
cess of innovation can only be understood 2s a process in which
different interests, values and privileges are at stake.

A PROVECC-ORIENTED MODEL OF INNOVATION

The 17 case studies conducted in the present project are des-
criptions of innovations as they occur in 17 instituvtions at the
rentral, regional or school level. For our purpose therefore we
have chosen a process~-oriented innovation model, closely related to
some of the models mentioned above. TIn doing so, however, as a
point of departure we are fully aware of the inadequacies of such
a model to explain more than intermal processes in an innovation

project. Tt is our main task to relate our findings to overall
strategies for innovation (see below).
We shall describe the following steps in our process model:

i) Problem identification and definitinn;g
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become a "self-renewing institution" through a process which they
refer to as DDAE: dialogue, decision-making, action, evaluation
and then repetition of the cycle. However, in recognition of the
fact that change is a lonely process, often resulting in alienation
from their peers of those who are endeavouring to cliange, the in=-
dividual school is then linked up in what Goodlad and his asso~
ciates refer to as "the League of Co-operating Schools". The in-
tent here is to bulild a new soclal system with a new set of pur-
poses, activities, rewards, and the like, sufficiently strong to
offset the conservative social system of which the school is a
part.

A1l the models presented are in some Way or another concerned
with how changes come about. But is it possible to tireat the
how-question separately without considering why changes should
come about, and in what direction the changes are intended to
bring us? ‘

When we introduce these dimensions we are immediately con~-
fronted by a political problem. Models which build on an assump-
tion of neutrality, rationality and consensus about change are,
in our view, unrealistic. The consequence of a non-political
standpoint {s not a "professionalisation" of the matter, but
rather to veil the realities of any change or innovation.

This question is directly linked with the question of interest
groups. Our observations make it quite clear that any innovation
of any substance and meaning would involve conflicts, and the pro-
cess of innovation can only be understood as a process in which
different interests, values and privileges are at stake.

A PROCESS-ORIENTED MODEL OF INNOVATION

The 17 case studies conducted in the present project are des-~
criptions of innovations as they occur in 17 institutions at the
central, regional or school level. For our purpose therefore we
have chosen a process-oriented innovation model, closely related to
some of the models mentioned above. 1In doing so, however, as a
point of departure we are fully aware of the inadequacies of such
a model to explain more than internal processes in an innovation
project. Tt is our main task to relate our findings to overall
strategies for innovation (see below).

We shall describe the following steps in our process model:

1) Prodlem identification ané definition;
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1i)  Innovation planning;
114) Innovation programming and development;

iv) Experimentation;

v)  Evaluation and revision;

vi) Dissemination and production;
vil) Implementation.

We shall refer to this model later in this volume as the
Planning-Research-Development- and-Diffusion model {P-R-D-D model),
We co' "d have chosen alternative variations of the steps. A
similar model, however, has been evaluated as adequate in recent
workshops organised by CERI (Cambridge 1969){(47) (and Leiden 1970)
{48) and we vtelieve that it reflects the steps which are most
commonly accepted as relevant to the innovation process.

OBJECTIVES FOR THE PRESENT STUDY

The oblectives of this study are to use the 17 case sgtudies
es a basis for a general discusgion of the process of innovation
in education, and in particular to explore the following problems:

I. The relevance of the P-R-D-D model in educationsl

innovations

The model builds upon the following assumptions:

a) The process is a rational process}

b) The process is a planned and sequential process;

¢) Consensus concerning objectives is a precondition
for action.

Task No, 1: to analyse to what extent, and under what

circumstances these conditions exist in our cases of

innovation.

The model does not differentiate between different types of
innovation.

Task No 2: +to analyse to what extent and under what

circumstances different types of innovation are "processed"

according to the model.

The rodel, like most of the others in the literature, does
not take authority structures and decision-making structures into
account. The educational system, being a large organisation, is
planned and controlled by an administration which usually is
hierarchical in structure. In our study we are particularly
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interested in the question of how the participation of different
interest groups (professional groups, students, laymen) influence
the direction of change as well as the process.

Task No. 3: to analyse the effects on the innovation

process and on the direction of change of participation cof

different interest groups in decision-making.

The model does not take personnel policies into account.

We should particularly like to see, if possible, the effects of
different recruitment policies and reward systems. Leadership
in the innovation process will also be analysed.

Task No. 4: o analyse the effects of different personne’

poiicies, and in particular analyse the role of leadership

at the different instituticnal levels.

IT. Alternative strategies in educational innovations

The above-mentioned tasks are based on the assumption that
the most common model for educational innovation in the countries
studied, the P-R-D-D model, is inadequate in relation to certain
types of innovations (see typology pages+39-41), but is effective
in explaining the process under certain circumstances.

Research in education is not necessarily related to the
P-R-D-D model. In the light of the data from the case studies
a general discussion of alternative roles of research as a stra-
tegy for educational innovation will be discussed.

Task No. 5: 1o discuss alternative roles of resecarch as a

strategy or as part of other strategies in educational

innovation.

Political bodies, cent. .2l or local, have always played an
important part in the reform of education. These bodles, their
functions and their relationship to administrative bodies, have
not been the object of our study. The importance of their func-
tions, however, is still a topic for discussion as far as these
functions influence the work of the instituticus studied. We are
particutarly interested in the role which political decision-
making has in different types of innovation and its retationship
to resezarch.

Task No. 6: 0o analyse the influence of political decision-

making on the process of innovation (in each of our four

categories of innovation), and in particular the relation-
ship btetween research and political decision-making,

We shall make the assumption that "the process of innovation"
is not one type of procesc, tut that this process as it occurs in
different parts of the educational system has many facets and may
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even be looked upon as different processes. If this assumption is
valid, different individual roles may be performed at different
levels of the system, and the different administrative levels may
perform different functions in the process (see Chapter VIIT),

Task No, 7: to evaluate and compare the process of innovation '

as it can be studied at different administrative levels of the

educational system; and possibly to identify the different
roles and salient functions in the process.

The case studies have not been evaluative in the sense of
assessing the effects of different innovations throughout the
educational system. With our constraints in this study {see
Chapter I) such an endeavour would not have been practicabdle.

The 17 case studies, however, have descrited in some detail about
100 different innovaticns. In a number of cases, references have
been given to national evaluation reports on other relevant
material. We have not been interested in a comprehensive evalua-
tion of the innovations studied, for in our opinion this {s not
necessary for the kind ¢f analysis we are doing. We are, however,
interested in the various barriers and unintended effects which
have tesen reported. In our attempt to analyse these effects we
have tried to draw some general conclusions about the present
situation in educational innovation.

Task No. 8: to analyse various unintended effects and

their implications for educational reform.
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Chapter III

CENTRAL INSTITUTIONS FOR EDUCATIONAL INNOVATION

Having estavlished, in the previcus chapters, the definitions
of the varlous terms which we propose to use, we are now in a posi-
tion to review the reports which have been gathered in this study
of innovation. FEach of the three levels of innovation - the cen-
tral, regional (Chapter IV) and school levels (Chapter V) will be
considered separately. At each level, from the reports which have
been submitted by the various researchers* we shall examine cer-
tain aspects in the descriptions of each of the institutions, in
an attempt to identify common or contrasting features,

The framewnrk which will be used in Chapters III-¥ for this
analysis (or synthesis, in that it seeks to bring the various
reports together) is as follows: first, an analysis of institu=~
tional characteristics, the origin of the institutions, the sta-
tutory powers, their objectives and their administrative context;
second, the type of innovations to which they give priorlty, and
the process of innovation which they favour.

The types of innovation are classified by the categories of
innovation described in pagesf39-41T(1. Objectives; 2, Organisa-
tion; 3, Roles; 4, Curriculum).

The process of 1nnovation is first related to the P-R-D-D '
model described on pages 54- 55. Specifically 1n these chapters
the assumptions underlying the model will be studied (Task No. 1.,
p.55), and the relationship between types of innovation and pro-
cesses, (Task No. 2, 'pp.55-56).

Having atudied the processes and their management we shall
analyse the institutions within our framework of political/admini-
strative-normative/re-educative- and empirical/rational étrategies
for educational innovation.

In our analysis of the central institutions in this chapter
in particular we shall review their common characteristics and
differences under the following headings:

* See Annex I,
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1) How were they created?

(by political bodies, professional bodies, non-
educational national or local interest groups)

r
-~

What ig their formal relation to the educational system?

(political/administrative decision making, finance,
administration, project polieies)

%) What do_they sce as their priorities?

(objectives, type of innovation, development and/or
dissemination)

4) What processes and strategics do they employ?

RESEARCH FOR BETTER SCHOOLS, INCORPORATED (RBS)

During the late 1950s and in the 1960s the United States
experienced a wide range of educational innovative activities, in
particular involving curriculuwnm changes. The National Defense
Education Act of 1958 provided for many of the "innovative curri-
culum packages" that were produced in the 1960s. Ovsiew(49) says
that "a quick adoption by school districts ol these new programmes
was the certain proof that the school districts were desperate for
any new educational product that appeared to have fundamental sub-
stantive value"., This is of interest, in part;cular, in that the
new developments were centrally planned and developed products,
while the former tradition had been that the local school dis-
tricts through curriculum committees could determine their own
curricula,

The background was therefore favourable for the Elementary
and Secondary Education Act of 1965 (ESEA), by which Federal money
was given to innovative programmes throughout the whole nation.

In particular, Title IV of ESEA provided financial support for the
creation of 20 regional educational laboratories, along with 10
educational researvrch and development centres. Some of the former
have since been phased out(50). The Research for Better Schools
was one of the regional laboratories established through these
provisions.

The concept of the Regional Educational Research Laboratory
wags not completely clear when it was written into law, but the
latoratory was intended as a link btetween research and development
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centres and school districts. The region which Research for
Better Schools,Incorporated (RBS) was to serve included a 15-
county section of southeastern Pennsylvania, the southern half
of New Jersey and all of Delaware.

The mission of RBS was originally stated in a question form:
"How can educational institutions produce and offer the scope,
sequence and variety of instructional experiences which are truly
suitable to the total range of abilities and requirements of stu-
dents?” The task of RBS was therefore to construct an organisa-
tion that could test and develop potential research products and
disseminate them to school districis and schools.

RBS has no formal links with the Federal Government or with
the State or local authorities - that is no statutory links. 1t
is a non-profi4 organisation receiving its funds from federal
sources zad private grants, and has to co-operate with both fede-
ral, state and local dgencies to get products developed and dis-
seminated., RBS is headed by a Regional Congress and a Board of
Directors, representing federal, state, local and university
interests,

INNOVATIONS AND PROCESSES

The greatest proportion of work .ndertaken by RBS falls into
the category of curriculum development (category 4)(51). There
are two programmes in RBS directly related to curriculum, i.e,
Individually Prescribed Instruction (IPI) and Humanising Learning
Programme (HLP}.

The IFI programme was originally developed at the Learning
Research and Deveicpment Center (LRDC) in Pittsburgh. Since 1966
RBS has so far invested about € million federal dollars in speci-
fic development of the IPI. Ovsiew{52) says akcut the project:

"ivs purpeose is to permit the school (so far only the ele-
mentary school) to operate a program of instruction which is
modifiable to suit the learning needs and characteristics of
each pupil,”

"The teacher judgments are made on the btasis of continuous,

objective, recorded analysis of pupil progress which teachers
use in their daily planning for each child."”

IPI has been developed, evaluated and revised several times
since 1966 and is now diffused to thousands of classrooms through-
out the whole of the United States.
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The Humanising learning Programme (HLP) is an attempt to con-

struct a curriculum through which children may learn certain
skills which schools have rarely attempted to teach directly(53).

“%, Intellectual skills, the higher oxrder cognitive skills,

beyond memory.

2. BSocial skills, the interpersonal and human communica-
tion skills.

3. Emotional skills, the affective skills, such as self-
awareness and self-fulfillment."

The project concentrates on questions like

"What are th. content aspects of teaching others how to
think - not the psycholeogy or theory of how we think, but
the skills themselves?”

"What kinds of learnings about inter-personal relationships
are useful to children; <for that matter, to anybody?"

"What kinds of learnings about feelings and attitudes can
be fruitfully taught?"

The product HLP is largely a self-instructional curriculum,

almost entirely independent of instruction by the teacher angd
using several media including print, audio-visual tape and other
visual devices. The product is not yet ready for definitive
evaluation but it is clear that the curriculum has potential for
actual use in ¢lassrooms.

A very different project in RBS is the Administering for

Change Programme (ACP), This innovation fits into our category 2,
i.e. "innovatiuns mainly concerned with the organisation and
administration of the educational system", Rather than focus on
the development of material, this programme is trying to work out
better management models for individual schools and school dis-
tricts. There were a number of reasons for developing AJP(54):
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i}  innovative educational ideas and products have very
slowly been taken up by the schools themselves;

11) school systems very seldom invent and develop their
own alternatives;

iii} the school administration always has to keep the
balance between conflicting demands which make it
difficult to invent and develop new solutions;

iv) shortage of money makes innovation difficult at the
school level;
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v) schools in the United States are independent and there-
fore the diffusion procese between schools is slow;
vi) teachers have never been mainly a change agent - they
have rather been controllers of educational change;
vii) few schools have maintained a structure for planning
and have instead used ad hoc arrangei.ents;

viii) major planning techniques are all of very recent

development,

The ACP began with the systematic collection and interpreta-
tion of a knowledge base(55). The plan of ACP can be explained
through a change continuum theory as a way of viewing and measur=-
ing the existing change capability of local school districts(56)1

"The change continuum theory embraces conceptualisation

of the change capability of local school districts, develop-
ment of instrumentation for measuring change capability,
development of alternative school district change profiles,
and prescription of change stategies for each of the profile
groups. The reasoning behind this activity is that there is
currently no tested means of measuring the extent to which
school districts are capable of making changes."

The major task of ACP is to help school districts develop
planning procedures for making comprehensive plans. According to
Ovsiew, ACP "is the most ambitious and most revolutionary of the
RBS programs".

The process of innovation can be identifi2d according to the
model outlined on pages 54-55'0f this volwne{57): in fact, we
find in our analysis that no other central institution fits so
well into this planning model. This is o. course not surprising
since the laboratories, and possidly RBS in particular, had been
looked upon as a prototype of a "P-R-D-D institution”". Ovsiew(58)
has characterised the principles underlying IPI, which to a large
extent reflects this process:

"1) Detailed specification of educational objectives.

2) Organization of methods and materials to attain these
objectives, includirg a variety of paths for attaining
mastery of any objective,

3) A procedure for the diagnosis of pupil attainment stated
in terms of educational objectives.

4) Individual daily evaluation and guidance for each pupil,
including a system for prescribing the specific learning
task each pupil is ready to undertake.
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5} Proviston for monitering of pupil performance in order
to inform both the pupil and the teacher of progress
toward an objective, and

6) Ccntinual evaluation and strengthening of curriculum and
instructional procedures.”

How ts this model working in practice? When the RBS started
to construct its programme one of the major planning difficulties
was obviously an agreement about priorities or a problem identi-
fication and definition that would clarify what the priorities
should be for the programme.

For many reasons this was very difficult:

1)  The educational needs of the region were so complex that
an inventory of them only complicated the choice of pro-
gramme. No area of education did not appear to need
innovative programmes.

2) There were no criteria avalilable for deciding priorities
among €0 many needs. '

%) With the specific purpose of a laboratory, the innova-
tors were uncertain whether they should develop a com-
pletely new project or diffuse the existing innovative
programme which had acceptable characteristics.

In the identification of problems and needs, RBS therefore
found itself in a very difficult and conflicting situation. The
Office of Education (Washington, D.C.) had required an inventory
of needs to be included with the planning document on which the
first funding was based. At the same time pressure was building
up to provide service for the schools. Ovsiew(53) comments:

"Importunings from the field had to be resisted. Whatever
integrity the laboratories could claif; whatever worthwhilae-
mission could be accomplished with their modest budgets,
depended on using their money and talents to develop
substantive inventions",

In many ways it would be correct to say that RBS itself ini-
tiated its programme, though only after full discussion of present
educational needs and priorities. The organisation went through
a planning period that allowed for the full use of the advantages
of conflict. 1In particular, these conflicts arose from the dif-
ferent expectations the community had, and the RBS staff had,
about its mission. The school system perceived RBS as a new ser—
vice agency from which it could obtain help with urgent needs.
R/BS, however, looked upon its mission as something more than "do
something - anything - now". They saw their mission as planning
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a new curriculum for the future.

In the planning process there was no relationghip to an over-
all educational planning procedure, since RBS is independent of
any educational structure. Obviously alan there was no direct
relationship to a political process. The planning process was
therefore at another level, i.¢. on the planning of the develop-
ment of products to fit a new curriculum.

As stated above, RBS took over the IPI from LRDC in Pittsburgh.
That organisation was more concerned with basic research than
development, whereas RBS was more concerned with development-field
tests and dissenination of products. It seemed, therefore, that
an ideal 1link could be developed between LRDC and RBS.

There were a number of planning problems such as the instal-
lation costs of IPI, teacher in-service training, lack of manage -
ment skills, further curricular development of IPI, and material
production. fThe most important planning problem, however, was
that no one in 1966 could imagine what the size of this total
IPI Job would be. There was no evident parallel to its develop-
ment.

The RBS staff looked upon its task as one in which organised
research and development would come into operation through a
systematic P-R-D-D process. The concept of development was pro-
bably less clear than it would seem.

The process used for the development of HLP is illustrated in
Figure I (see below). RBS seems to be a pioneer in this process
and has protably concentrated more on the creation and development
of products than on anything else.

When this has been said it must be stated also that the dis-
semination, production and implementation process is very well
managed through the RBS enterprise. The whole dissemination pro-
cess is planned from the very beginning. The most important ele-
ment of the IPI implementation model is that IPI principals were
prepared to exercise close leadership and supervision over the pro-
gramme. The training of principals, therefore, was the key stra-
tegy which the RBS staff used. The principals, on the other hand,
trained their own teachers not just for a small preparatory period
but continuously throughout the school year. The principal learns
how planning works in the IPI system and he plans with teachers at
least cnce a week. He hires teacher aides and trains them and he
also studies the progress of children and organises materials. He
is responsible for managing a system of instruction from beginning
to end.

Quite early it was clear that much greater effort and
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resour.es would be needed in the diffusion process. Diffusion is

neither automatic, nor ug cimple as the act ot adoption., In addi-

tion there 1is a responsibility to help the adopters to understand
and use the product properly.

IPI has now eotabliched a4 otyr.onge market in the Y,5.A., indeed
so strong that it is difficult to control it{60).

The above degcription giver an indication of a systematic
and planned resear-h and development effort which, to a large
extent, is following the model we have outlined betfore. There
are, however, some majur exceptilone tu thic model, i.e.:

13 The procecce of RES, probubly bpecuuce of its lack of
formal relationships to the educational syctem, is not
lirked to a problem identification procesg related to
the schools themselveo.

U)  The piunning process Lo nut related to an overall plan-
ning ty the decision makerg of the educational system to
the Zuture of their cystems. The planning £ RBS is
theprsore:

a) Lirked Lo RESYS own indentitfication of needos

L) raced on RRSYe understandirng of how the ochools

chould look in the future.

%)  The procecs ig typical for the HLP and the TPT progrumme,
tut notvo typical for the ACP. 1t 1c tuo early to cay
what trhe procece will lock like when 1t i¢ as far deve-
loped av the 1PI,

4) Since KBS io not tormally linked to a political
Qe ivivn-maring procece the effects of 1t activities
can te Judged only Ly the acceptance or rejection of its
products whenever they are implemented on clasosroom
sitiations not gaperviced by KBO.  The lack of formal
pol.tical and adminictrative control, therefore, delays
the procecs of "informal evaluation" which oither insti-
tutione carn more easily benetit from. The RBS activi-

tiec, and the values underiying centrally researched and

ceveloped learning cysteme, cun best be agsesced in the

implementation ctage.

THE NEW JEROEY CTATE EDUCATION DEPARTMENT'S DIVISION OF RESEARCH,
PLANNING AND EVALUATION (RPE)

Between 1400 and 1/ the New Jersey population increaced by
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resources would ve heeded in the diffusion process, Diffusion is
neither automatic, nor as uimple as the act of adoption. In addi-
tion there is a responsibility to help the adopters to understand
and use the product properly,

IPI has now established a atrong market In the U.S.A., indeed
8o strong that it is difficult to control 1t(60).

The above description gives an indication of a systematic
and planned research and development effort which, to a large
extent, is following the model we have outlined before, There
are, however, some major exceptions to this model, i.e.:

1} The process of RBS, probably because of {ts lack of
formal relationships to the educational system, is not
linked to a problem identification process related to
the schools themselves.

2) The planning process is not related to an overall plan-
ning by the decision makers of the educational system to
the future of their systems. The planning of RBS is
theretfore: .

a) linked to RBS's own indentification of needs;
b) based on RBS!'s understanding of how the schools
should look in the future.

3) The process is typical for the HLP and the IPI programme,
but netso typical for the ACP. It is too early to say
what the process will look 1ike when it is as far deve-
loped as the IPI,

4) since RBS is not formally linked to a political
decision-making process the effects of its activities
can be judged only by the acceptance or rejection of its
products whenever they are implemented in classroom
situations not supervised by RBS. The lack of formal
political and administrative control, therefore, delays
the process of "inforiral evaluation®™ which other insti-
tutions can more easily bvenefit from. The RBS activi-
ties, and the values underlying centrally researched and
developéd learning systems, can best be assessed in the
implementation stage.

THE NEW JERSEY STATE EDUCATION DEPARTMENT!S DIVISION OF RESEARCH,
PLANNING AND EVALUATION (RPE)

Between 19€0 and 1967 the New Jersey population increased by
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more than 15%.4 per cent. The growth rate of the State exceeds
that of the nation as a whole by almost 50 per cent. This rapid
growth has had a significant impact upon the State's school sys-
tems which must enrol 40-50,000 additional children annually.,

The fact that New Jersey is cone of the nationt's most urbani-
sed States created major educational probdlems for New Jerseyls
larger cities. These cities also have the greatest concentration
of the poor. As Usdan(61) says, "the number of unprivileged
children in urbdan areas continues to grow as the poor, by neces-
sity, are compelled to dwell in densely populated areas to obtain
needed housing and mass transportation facilities”, And just in
these aveas additional dollars for education are hard to raise.
In addition the southern parts of the State are extremely rural,
give work to migrant workers from the South, and have a number of
apecific educational problems.

Despite its relative wealth, the State has for a long time
failed to support education adequately. In 1968 New Jersey
ranked 49th in State and local expenditures for all levels of
gducation, calculated as a percentage of total personal income.

' This combination of rapid growth, urbdan problems and lack of
educational finance has created severe problems in education in
New Jersey. 1In particular, the tradition of "localism" in New
Jersey politics has served to break the escalation of State power
and has kept State taxes and services at the minimum.

This, very bdbriefly and obviously inadequately, is the bdack-
ground for the creation of a division for research, planning and
evaluation (RPE), at the State Education Department. RPE was
looked upon by the commissioner as an important instrument in the
creation, development and dissemination of educational change.

The creation of RPE was directly initiated by the new com-
missioner who was looked upon as a radical reformer, with his main
interest toward improvement of urban education. Although educa-
tors in New Jersey, in particular represented through their asso-
ciation (NJEA), looked upon the commissioner with scepticism and
even hostility, the creation of RPE was not resented by these
groups. Inside the State Education Department, however, some
uneasiness was apparent since the new division obviously could be
looked upon as a threat to thei. work.

The objective of RPE has been to serve as the initiator of
change. It was seen as an agency that would develop new program-
mes and, once they were under way, transfer them to operational
units elsewhere in the department or through local agencies. A
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major motivation behind the RPE was to cut acroas the rigidly
organised educaticnal department and provide co-ordinated approa-
ches to the solution of educational problems, a form of liaison
which was badly needed in the New Jersey Education Department.

The RPE was set up with four offices: one for planning,
another for programme development, a third for programme evalua=-
tion and a fourth for research and development. The department
was organised under the’responsibility of one Assistant Commis-
sioner for Education, who was looked upon by the commigsioner as
an imaginative and vigorous person, well fitted for a Job with
the main purpose of questioning educational orthodoxy and creating
alternative practices.

The Department had no available funds for the new division.
The commisgioner and “is assistant, however, have been able to
get federal and private grants for all their major projects.
Increasingly the Department is now able to finance projects
through i{ts own budget.

INNOVATIONS AND PROCESSES

In assessing the activities and strategles used by RPE in
New Jersey one is faced with the striking contrast between this
innovation process and the one going on in the Research for
Better Schools.

1) The RBS is, as indicated above, not formally connected
with any state or local decision-making process. RPE,
on the other hand, is closely linked with political
decision-making directly related to the State Commis-
sioner for Education.

2) While RBS chooses not to act according to immediate
needs RPE has focused mainly on the present and urgent
needs of the State's educational system; in particular,
the problems of the urban areas.

%) The RPE strategy for innovation has so far paid 1little
attention to a strict P-R-D-D model. A very different
type closely related to a pciitical-administrative
strategy, using research only very marginally in the
efforts, is reflected in the case study by Usdan(62).

4) RBS uses mainly in-house experts for the development
work. RPE, on the other hand, uses practitioners, drawn
mainly from school districts and other State departiments,
in the development work. '
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5) Also, there are few similarities in the type of products
from RBS and HPK.
When one looks upon the type of innovations which are initia-
ted and managed from RPE, one is struck by the wide variety of
activities going on.

Category 1 {objectives, functions)

The ultimate goal of all the major innovative programmes in
New Jersey is to improve the educational situation of particular
groups (e.g. socially disadvantaged groups). A typical example
of this activity is the Model Cities Programme (initiated by the
Federal Goveinment) which, probably more than any other of the
division's activities, reflects the priorities in the New Jersey
Educational Department. The project is a comprehensive attempt
L "improve the quality of 1ife" in the neighbourhoods of several
cities Iin New Jersey with urgent urban problems. Co-operation
has been established with local city administration agencies - an
arm of the city government - and with the U.S. Department of
Housing and Urban Development (HUD) where most of the funds come
from. The activities are based on field and development work
closely related to urban educational problems, and a number of
experts and field consultants are attached to the project. A
wide range of problems, ranging from general problems such as
funding, creation of innovation projects and the reform of exis-
ting educational practices, is attacked, About §3% million per
year are used in this project and more than 50 different sub-
projects are under way (for example, day-care family enrichment
centres, summer enrichment programmes, rareer and college service
programnes, community guidance programmes, kindergarten demon-
stration and tutorial programmes, classroom innovation projects,
staff development programmes, mother-child home programmes, etc.).

Category 2 (organisation and administration)

Great emphasis has also been placed on helping local school
districts to manage and organise their system better. One such
initiative, the New Jersey Urban Schools Development Council
(which is now defunct), was a consortium of institutions designed
to promote and co-ordinate common approaches to urban educational
problems. It was a service-change agency based on five task
forces:

1)} research

2) programme development
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3) evaluation

4) disseminativn, and

5) diffusion,

It was supported by federal funds (Title III funds). The pro-
gramme, which experienced many problems, had a Board of Directors
from ten target cities. The Council is said to have often failed
to establish appropriate priorities and to have adopted a low-
profile role in the State{63),

The Educational Tmprovement Centre (EIC) seems, on the other
hand, to have been a great "success story" - although here also
there are different opinions. The EIC is, in many ways, New
Jerseyt!s first regional centre. It servas eight southern counties
of the State and provides a planning and development service in co-
operation with public and private schools in its region. It is
funded primarily through Title III funds. The EIC has been in a
position to devulop new managerial procedures and apply them to
day-to~day edGucational problems. It provides a variety of services
and is highly appreciated for its help, Many observers have been
surprised vy the way in which this centre has veen able to intro-
duce innovations into a relatively conservative county of rural,
southern New Jersey, The RPE division has launched State-wide
training programmes for school principals, introduced new manage-
ment programmes, and is also in the process of establishing a net-
work of regional "learning institutions in New Jersey".

One of the division's major projects at the moment is the
project called Qur Schools which involves a broad spectrum of New
Jersey citizens in the development of relevant goals for their
schools. It is a long-range educational planning project that
will include pre-school, elementary, secondary, vocational and
adult education. Several State-wide conferences, citizen groups
and expert groups are trying to redefine the objectives for educa-
tion in New Jersey.

All activities which we have referred to have either to do
with Category 1 (objectives, functions) or Category 2 (organisa-
tion and administration) in our innovation "typology". This does
not mean, however, that innovations concerning the roles of educ-
cational institutions, as well as curriculum development, are not
to be found. They do take place in the framework of a much wider
concern, which is mainly to improve education for the disadvan-
taged groups of all types, as well as to improve citizen partici-
pation ind integra'iun in the educational process.

If one studies closely the innovation strategies in New
Jersey one will find very few similarities to our P-R-D-D model,

13
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The following interpretation might be proposed for the strategy

adopted:

1)

2)

3)

4)

5)

6}

7)

The strategy is based on political power and accepts
conflict as part of the process.

The commissioner chooses political strategies to some
extent in order to establish priorities. This is
clearly true for the allocation of funds to particular
projJects (with a specific target population}.

The Planning, Research and Development Division is kept
clearly subordinate to the Commissioner’'s policy and is
used as a vehicle for specified educational purposes.
Although the leadership has been criticised for "con-
fronting stretegy", "unilateral State initiative",

"lack of communication', and failure to involve local
and regional officials, there is considerable involvement
of local groups in the process. The interesting feature,
however, is that traditional power groups in education
are nct the only ones participating in the process,
“Non-power" groups (like students) have also been taken
into the process.

The RPE has been used basically as a "think tank" for
political actions, The research function is weak but
the creativity in developing innovative programmes is
very strong.

The innovation strategy is concerned mostly with "people
development" rather than "production development". This
does not exclude the development of material but it does
not give first priority to this aspect.

Looked at from a planning point of view the strategy has
been weak in the area of diffusion, as there are many
parts of New Jersey which have not been touched by the
new proposals.

THE SCHOOLS COUNCIL (ENGLAND AND WALES)

One of the major reasons for the establishment of the Schools

Council was the growing awareness of the need to reappraise sylla-
buses and curricula. The feeling was that the rate of change in
the schools had not kXept pace with the needs of the times, and the
Schools Council grew out of the recognition that co-operative
machinery was needed to bring together the various agencies
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involved in framing the curriculum in schools. The Ministry of
Education was in a weak position: there was little positive
action or initiative which it could take, for, as Nisbet(64) says,
"the firmly established tradition of decentralisation in the
English system excluded the Minister from.influence in the curri-
culum and gave control to the local education authorities'.

" The local authorities did not in fact exercise control over
the curriculum, but gave wide freedom to individual head-teachers
to decide on syllabuses, timetables, books and equipment. In
fact it is only possible to understand the innovative nature of
the Schools Council in the English context if one considers the
very strong tradition of localism in English education. However,
this local power and control was somewhat illusory at the secon-
dary grammar school level since the curriculum was largely deter-
mined by examinations set by nine regional examining boards co-
ordinated through the Secondary School Examinations Council. In
1960 a committee of this Council proposed a new pattern of examina-
tions for puplls aged about 16 and the committee offered "teacher
control™ of the examinations. However, understanding that this
would raise complex technical problems, the report also proposed
the formation of "a small but highly qualified research and deve-
lopment unit". This unit, called the Curriculum Study Group, was
seen by teachers and local authorities as a threat to their auto-
nomy. The Schools Council was subsequently established in 1964
to absordb the Curriculum Study Group, together with the former
Examinations Council,

Nisbet(65) also mentioned the influence of individual per-
sonalities as an important factor in the creation of the Schools
Councili. 1In particular, Derek Morrell, Joint Secretary of the
Curriculum Study Group and later of the Schools Council, was a
major influence. In one speech he reviewed the problem of the
rontrol and up-dating of the curriculum{66):

"Every teacher must receive or acquire as part of his
stock in trade a 'package'! of knowledge about the
curriculum, and about teaching methods, which becomes

the norm from which, if he is a good teacher, he departs
in the interests of meeting individual needs..... To my
mind, the crucial contemporary question in attempting to
discern the reality behind the slogan !'the freedom of the
teacherst! is, therefore, this: how, and by whom, should
the packages be created, and how and by whom should they
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be hept up to date ...... It 18 not self-evident that
this is a Job that the teachers can claim to be exclu-
sively their own. It involves, amongst other things,
defining and interpreting societyts terms of reference
>r the education service, and it can be argued that it
hould be shared with thuse whose special forms of skill
wnd experience, or representative status, qualify them
to express soclety's contemporary neeés, and to discern
trends in social, ecénomic and technical development."

The original constitution of thée Schools Council begins thus:

"The objects of the Schools Council for the Curriculum and
Examinations are to uphold and interpret the principle
that each school should have the fullest possible

measure of responsibility for its own work, with its

own curriculum and teaching methods based on the

needs of its own pupils and evolved by its own staff .....

In order to promote these objects, the Council will
keep under review curricula, teaching methods and
e2xaminations in primary and secondary schools ......"(67)}

As one will see, the responsibility of the school is placed
first and the task of reviewing curricula and examinations is sub-
ordinate to that primary objective. The guiding principle for
the Schools Council work, therefore, is the freedom of choice for
the schools and the involvement of teachers in the work.

As one can imagine, with all these conflicting demands and
interests, the Schools Council is governed by a complex set of
councils and committees. All the major interest groups, teacher
assocliations, local authorities and the Department of Education
are represented in the Council, There is a Programme Committee
and several steering committees, examination committees and other
groups through which the governing Council is working. 1In these
committees, representatives of teachers are in the majority.

INNOVATIONS AND PROCESSES

If one looks at the type of innovations and the strategies
for innovation initiated by the Schools Council one will see that
both are different from what we have seen in RBS and in New Jersey.
The strategies adopted are closely linked with the particular role
the Schouls Council is playing within the British decentralised
educational structure.

RIC

Aruitoxt provided by Eic:



The type of Innovations in the Schools Council is mostly
innovations in Category 4 (Typology, pages'39-41)

i.e. curriculum development projects and the planning and manage-
ment of examinations. In the relatively short history of the
Council curriculum development has been mainly in the form of pro-
Jects based on specific subjects. However, there seems to be a
trend towards considering more "the whole curriculum" thus involv=
ing interrelated problems like school orgenisation and, eventually,
gchool structures.

A gpecific and interesting feature of the Schools Council is
the responsibility for approving new syllabuses at advanced levels.
In the two years 1967 and 1968, for example, 84 syllabuses were
considered and 65 were approved. To some extent one can say that
the Schools Council through this work exercises a certain amount
of power vis-d-vis the schools, although as one can see only a
few new syllabuses have been rejected by the Council,

From the start, the Council's development work for the first
three years was as follows:

1) Research and development in the teaching of English,.

2) Preparation for the raising of the school-leaving age -

a programme designed to help schools.

3) Sixth-form curricula and examinations.

Quite rapidly, however, the Schools Council initiated new
projects or facilitated the development of others on a very large
scale. The work now, in fact, is best characterised by the wide
range of activities than by a certain project or certain priori-
ties.

The English attitude towards educational innovations has its
own very interesting elements. In contrast to the American situa-
tion, the English attitude is well taken by Maclure(68) when he
quotes a senior British educator:

"Itve always thought that to define the aims of education
in general terms is more or less meaningless: to do it
more precisely is downright dangerous."

Although this statement should not be understood in a literal
sense, it does reflect the scepticism toward a too mechanical and
technologically oriented attitude to objectives. On the other
hand, if one hesitates to specify objectives, how is it then pos-
sible to'develop and improve curricula? One finds in the work of
the Schools Council that the problem-identification-process is
done through a number of committees in which the various interest
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groups are represented. There also objectives of the different
curriculum projects are discussed. Perhaps it is a consequence
of this that the Schools Council has at present some 68 projects
using 85 million? In contrast the RBS has three projects using
$9% million. The democratic process which is reflected in the
planning by committees is a necessity in the Schools Council, a
means of giving teachers influence in development work, but it
has disadvantages both in terms of planning time and the setting
up of priorities. There are two dévelopment models related to

the Schools Council!s projects. In the early days of the Coun-
cil's work, development tended to be done by a small expert group.
But subsequently a different model has come into favour, based
upon participation of a wide range of teachers who meet to dis-
cuss the present curriculum, its practice and objectives. From
these discussions new objectives and a new curriculum emerge; a
project committee is formed which co-operates in the implementa-
tion of projects and its field phase with a number og teachers
and schools. The usual procedure is shown in Fig. 2 (see below).

Evaluation and revision do not have such a significant place
in the case of the Schools Council compared with RBS, although a
number of projects have an in-built evaluation.

The dissemination of products is done through commercial
publishers. This, however, is not the only dissemination process
which takes place: for example, field officers paid by the
Schools Council are responsible for communication and liaison bet-
ween the Schools Council and the local authorities. Most impor-
tant, however, the involvement of teachers in the development work
is looked upon as the most important strategy for successful imp-
lementation.

One of the major probdblems in the Schools Council strategy
has been its time-consuming procedures in a time when fairly quick
responses to change situations are needed. This ls probably more
a reflection of the constraints in its structure and the highly
decentralised decision-making structure than anything else.

The strategy of the Schuols Council is based upon an R & D
model, but with some modifications.

1) The work of the Schools Council is closely linked with

the work of the schools and the school districts, but
it cannot "plan for innovation" in these schools since
it has no authority in relation to the schools,

2) The "planning" is basically a negotiation process

between interest groups, and the priorities are based
upon common agreement among those involved.
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Figure 2

A CURRICULUM DEVELOPMENT PROJECT: PROCEDURE - SCHOOLS COUNCIL
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taken from: John Nisbet, op. cit.
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3) Specification of objectives ig a process in which
teachers participate as well as project staff.

4) The process by which teachers interact in the develop-~
ment process is used as a main element of the total
strategy and is looked upon as part of the process
of implementation.

DEPARTMENT OF RESEARCH AND SCHOOL DEVELOPMENT OF THE NATIONAL
SWEDISH BOARD OF EDUCATION

The National Board of Education (NBE) and in particular its
Department for Research and Development, can only be understoui
as an integrated part of conscious and continuous reforms of
Swedish education throughout the last 30 years. During the 1940s
the basis of the modein Swedish school was laid down by an impres-
sive serles of surveys and reports. Through the work of Royal
School Commissions and the initiative of Ministers of Education,
the nine-year comprehensive school, new teacher education, and a
new upper secondary school were developed. In particular, from
19%0, experimental activities and research work began to influence
the implementation of the nine-year comprehensive school and in
the 1960s planned educational research and development activity
began to emerge.

It was the NBE, in conjunction with the local communities,
which was given the job of planning and implementing the school
reforms. Sweden has always been, in many ways, a centralised
country in its educational organisation. A c¢lear link is esta-
blished between political decision-making and development. From
the Parliament and the Ministry the policy is executed through
NBE at the State level to “ne counties and communities.

To understand the Deparuient for Educational Research and
Development one must note that ceniral authority in education has
a long history and has more or less tcen taken for granted by the
communj ties. The principle was accepted that policy making had
to build upon rational knowledge from experiments and research.

A wide range of experimental activities started through the ini-
tiative of the NBE in the mid-19%0s. When the Board was reor-
ganised in 1964 a new department was created inside the NBE for
teacher training and research and development. It was considered
of great importance to establish a close contact between R & D on
the one hand and teacher training (both pre-service and in-service)
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on the other, av a otrategy or the implementation of the school
retorm, The NEE has a longer tradition in research and develop-
ment work than any ot the three institutions so far described.

It has four branches which deal with teacher training for pre-
vohnsl and primary school teachers, special teachers, vocational
teachers and supplementary training for teachers, principals and
other personnel. In addition, this department is in charge of

the educational research and development activity, the development
of educational ailds and educational evaluation.

These broad responsivilities are looked upon as inter-
related activities in 2 total effort to introduce Innovations
into the system, not merely to deal with interesting experiments
and research projecte. :

The purpase of the regearch and development department is
stated ir parasraph ? o8 the Inctruactivns of NBE{09) where it is
states] that the Doard is charged to:

"See that the content and methods of education are

N

cenewed, develsped and improved centinuously in step
with the progress and develovment of research within
Government and individual administration, industry

ard the ladour market ag well ac in the cther areas

of woelety, at the game time taking note of cornditions
atread,

Provide or lucid, co-ordinated planning of the
educatioral systemts extent, etructure and organisation,

See to it that knowledye of the educational development
work ia cpread rapidly ameng those authoritics and
sthers who ave vasponslidle for the activity as well as

aming thore who ave otherwiae arfected ty the activity.®

Later the gquestion of "accountalilisyY ig added as a major
reassn Tor omore systematic poal-related activities.

The rerearcn and development department is an integrated
rart o5 the NPE whioh is governed Ly a board »f laymen represen-
ting the latenr crpanisation and other community intervest groups.
The Hoard in its wverall planning is sdggﬁngate te the Ministry
of Hducation. In ite administrative work and in its management
5 independently of the Ministry.

of R & D activities it work
Among the institutinns studied NBEE har the clearest statu-

tory power, telng deotepated the power 4o implement ministerial

and parilamentary decisivng In addition to its supervision of the
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inspectorante, 1t in inrluenced mainly by the political party in
power, through the Minietry, Since the same party (the Social
Democrats) has been in power over the last 40 years, there has
teen a continuity of i{nfluence on both recruitment and overall
policy over an wnmenally long period.

INNOVATIONS AND PROCESSES

To understand strategies for inrovation which are used in
the Swedish context it is nececsary to study the process of inno-
vation from two different anples:

1)  the process of innovation as a political process
oryganised through political parties, Parliament, and
the Ministry and executed through the NBE where,
among, others, recearch and development play an
rteerated roley

b i process of innovation as a specific research
ard develuptent process and its relationship to
*i+ verall innevation process,

T Muoietry, on the executive level, has NBE as its central

sperati il pody oand is by far the mest important agency for

irr vt oo Owedich education.  The ovevall strategies which

NbE 1o e for o innovation are integrated in a political, admini-

v ¢ regearch and development process,

Cxd ormmigeions, with the help of research, and ad hoc

Stalt prowided by the Ministry, have the responsibility for pro-

poaaln neerning oojectives, structure, curriculum in terms of

cabjeet oot timetable and the general development of the educa-
tiveal sycterm,  NBL 1s responsible for the operationalisation of
theee objectives and thelr implementation and uses the following

Strateeier in this process (operationalisation and implementa-

i)

4} A rolling curriculum reform which consists of continuous
revision of gyllabuses, curriculun content, methods and
sroanisation, using a considerable number of educaticnal
practitioners and experts as the main resource,

ty Development of teaching aids: this is also directly
livked to educational objectives and a systematic col-
latvration with puvlishers which has been operating for
Jeveral years,

') lievelnpment of integrated teaching-learning systems in

o3
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social vubjeet arvas, mainly at the upper grades of
the nine-yuvar comprehencive gchool, Phese systems
have baen a major strategy for innovation during the
jast ten years, as well as the introduction of
individualieed instraection, the btreaking up nf tradi-
tional clacsroom patterns, the Introduction o! new
rales for teachers and students, and new evaluation
forms, This has been done mainly through large
curriculum development projects.

d) Training and retraining of teachers: a considerable
amount of money is invested in revising training cour-
seg for teachers; in particular, a total system of
retraining is adopted for the entire teaching staff
throughout the country, In this work reglonal centres
and consultants from NRE play a central role.

¢) The uwe of recearch and development as a systematic
strateyy to improve educational practice: the NKE is
nat itwel! invalved in research but it plans and
commiosions research in echools of education and
wniversities.

£} A syctematic information process using all available
node.n communication media.

£} The use of evaluation through a series of follow=-up
projects and feedback within curriculum development
projects, and alco through centrally developed
ctardardired tests as a means of revising the system,

As one will understand from this, the NEE is involved in a
total educational reform prucess in which all typec of innovation
are gystematically introduced. We will deal here cpecifically
with projects launched by the Department for Research and Develop-
ment, and congider how this process is organised and how it re-
lates t> the cverall NEE structure and stratexy,

Kecearah and development is lonked upon as a long-rangestra-
teyy for s.lving long-range scocial and educational protvlems rather
tharn immediate problems. Apnlied research or experimentation
tvased on develoaprent regions {e.g, the Malms region)(70) is looked
apon as an important ctrategy in solving short-term or medium-ter,
proplems. i .

The research ~ommunity represented by the Schools of Educn-
tion and the Univercities is engaged in long-range research pro-

x
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cectin booa beirer desrer (though increasingly) than in develop-
retit o work in the repionss,

Tre wentral development wurk at NBE io the continuous work
with currtedlunm puidelines (LHrsplan), comprising peneral educa-

ool seade, cpecifie b ieet eenle and reconnendations for

voand students on tenchilng and learning, in some of the

recenrchoand devel pment work of the department, the goal is to
produes inctructional prototypes which can be produced and dig-
trituted throngh pullichers, in particular the State Publishing
Aponey, \

The precent programmes (1V)70-1971) cover surveys of trends
ard neede or education, the oohonl as an institation, school
crmantoation, studies of personnel roles, the aims, methods,

teaching alde, the evaluation of the teaching process, and studies
into individual development and adjustment, Most of the projects
are i vategory 4, tee. curriculwn projects {about 70 per cent),
tar all tne categories (which are licted on pages %9-41) are
ronte s Bbed,

In OCatessry b, (sbjectives, functions) in particular, the
vrojects PLANG and INFOO are ol interest, PLANS deals with the
»etatlichment in the cohool uyotem ag a whele of a structured
clannirs according to gonl uperationalisation and strategy formu-
lation, The project 1NFOS aime at developing systems of informa-
tiorv and feedraecx functione, one for sachoeol units and one for
individualoeo Ales of interest ic a project on the future of
slwationg Eddesation in the Year 20000, Reecarch, however, plays
Arreater vale din thic category than the list of projects chowsy
traditionally the recenrehers have been onpaged in limited pro-
Jeete dn Royal Commissinome which deal with the 'ninre of educa-
tiom, fte objestives and tinetione,  In 8Sweden thic is looked
wpent and erganiced as a political procecs,

The development ot typical research preojectu is exemplified
L Vormeland(71) with the SAG/Project (independent work in the

snaciun) wihierh o a curriculiunm development project.,  Eriefly,

developrment of thie project proceeded ac follows:

The proeject wae initiated by a4 School Commicsion

~—

(tw¥) on Oconndary Education, which bud tenchers

-

deowell o peliticiadie and adminictrat re as members,

! . N , s e
st i ook o0 0 wmdeeation i Sloakd

yln, and was tacked

wi b planning eroup et up by the NBE Deportment
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Yo Repenrch arnd Development, A proposal wae ready in
1908, approved by NHE, and the School o BEducation was
given rerources ovne year at a time,

D) The project wae planned with the folluwing operativnal
tlan
a) rormalation @ the inctructional me thedology

throwsh o measurenent analyeloss

P

) otriale of mderials and methodology Jdn clagsoes
with ranning obeervalion and cuceegeive rudlti-
sationee

2)  experimental evaluation throueh contrelled tield

experinen e
) finally, dlovemination of methods, materials and

ecearoh results to the cehoolu.
i

S~

Sinal oroeport Lo new belng wriltten tut 2 minor

reports have been fecued on the project describing

provicd ol reculte in e period r'rom 1Onk,

A, Tho et bae prodiced o tected proetutype of the
carrlocarun and the material has beern publiched Ly the
Stute Pab Uialiingr Oonpany.

Avoenk o oween tron the arove, the Swedich utratepy invoelves

SEM

integrati-n o0 w o podlitical and adininiestrative procesc

withoa recdaren and develgpment process, Fromoa oplantdng point

;‘ sar aavanctages, particenlarly inoa
Sl v The dmportant vprotlem ic how these
L ather, what the astual role ol resvarch

o oo dativnaenin b resionally lneplired developrentea, the

Inornation and cotovanleaticon protlene of scush o a cyetenm and the

shrioliemaring where come enecuragement o oplven to

renionnl initiative.,  Thece probleme will be diacusced

tere VI and ¥II.

SATICHNAL SOTUNCIL FOR IHNOVATION 1N BDUCATION (NOKRWAY)

{PUORSPKORADSY FOR SKOLEVEREET), (HCIR)

I decoriting tne Hatisonal Souncil for Innevation in
Pdreatisn (SCIE), 14 io retessnry at the cume time to refer to
the sereral development ob an'w-':‘;;irm cdacation in the lagct 20
years, ac woll as bu the Detions o1 the Ministry of Education
ard the Parlicment.  For ¢ veare the NCIE has bewsn the main
gt tuy o the promotion oY large-coule educational Innovation
in Nerway. It is clesely linked to the central educational admi-"
nistration and to the hierarchy of the decision-making structure.

S0
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As Marklund and Bjgrklund state(72):

"This means that a description of the background to the NCIE
must be wider than would be necessary in the case of a more
or less Independent body concerned with educational inno-
vation., The forces that led to the setting up of the NCIE
can be traced back to the Joint Programme for the Development
of Norway at the end of the Second World War, a programme
adopted by representatives of various political parties. The
forces that have subsequently affected educational develop-
ment as a whole have also influenced the NCIE, both its
origin and 1its continued activities."

The lowwesion NOTW in not an independent institute, that is,
an lnotitite which enjuys frecdom in defining its objectives,
strategies and activities, The RCIE 1g responsible for considera-
Uiy wroader taors than those of an independent inctitute. The
Veve rbven o thie NCIE by an Act of Parliament in 19%4 extends to
alnoet all typee of sehool in Norway and to the entire country.
Thar 10, thererore, has an overall tack of renewal of the educa-
Pferal oyotenm which brings 1t 2lose to educational policy in the
derae{ 7). ’

busoed o recommendations tfrom a cross-political joint com-

o

sitter, a Ce-ordination Committee was established which operated
Trem 1927 te 1950 with the purpose of developing co-ordination
e tween ceveral types ol lower and upper secondary selnol., In a
cerifes of reparts o speciric proposal tfor the setting-up of a
Lew body - o Cowneil for Innovation - was put forward., The Mini-
cter proposed guch oa body to Parliament in 1954, encuring that the
tody e linked to the Ministry, however, with a wide authority to
irnitiate innovations througlout the entire ediucational systenm,

The Parliament passed an Innovation Act, which among others,
Jive the Ninistry the power tod

"Hic Majeetys's cunsent having leen obtained, to disregard,

S pirped

cuncerned with experimentation, the repgula-

tivne embtodied in the appropriate school laws, whenever
Coieh experimenthtion may te deemed well founded from the
educational point of view and in the interest of the

aehoul v (ra)

"In osrder b acsist the Guvernment with advice, initiative
and cupervicion, His Majesty 1n pleased to appoint a
couneil, the Nutioral Councll for Innosvation in Bducation,
o cunelat of not more than seven members (79)

ERIC

Aruitoxt provided by Eic:



"In order to wblaln authority for experimental activity,
the National Council fur Innovation shall submit to the
Ministry of Education plans for experimental instruction
or shall pronounce on plans put forward by individusal
vchools and uthers. This shall also apply to objectives
and the qualifications gsuch ingtruction may confer,"

"Questions concerned with grants from public funds for
experimental activities within the Ministry of Kducation
shall be brought up btetore Parliament.n”

"Reports shall te made to Parliament every year on the
subject of experimental activities initiated under this
law." (76)

This Act is unique and might be looked upon as an interes~
ting strateygy in coping with a traditional educational bureau-
cracy dependernt upon laws and regulations. The importance of
this law is that it gives research and development a chance to
influence entirely new educational organisations. Another impor-
tant aspect of this law lo its relationship to the decision-making
bodies, In one wense it is subordinate to the Ministry's edu=~
cational polliecy, but proposals have to be "well founded” and "in
the interest ot the school"., This, of course, is debatable and
leaves the Cowneil with sgome freedom.

In practice the Council has had substantial autonomy,
although the Minictry has to approve the budget and formally the
appointments, In recent years, a fast<irowing budget has resulted
in more detailed control from the Ministry. Also in policy
questions the Ministry is now using NCIE deliberately as its
"isplementation” arm of policy recommendations., From a period of
autonomy, therefore, the NCIE is finding itself in a situation
where its activities are dependent on a direct link with politi-
cal decision~making, in much the same way as in its first years,

INNOVATIONSG AND PROCESSES

In a country where education for centuries has been regu-
lated by law and contrelled centrally,as in most other Xuropean
countries, the particular Act of Innovation was in itself a major
ytrategy for innovation in a rigid central organisation for the

purpose of implementing educational reforms decided by Parliament.
The type of innovations which go on through the NCIE can be
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classified {n three groups:

1) The first group comprises major reform activities
such as the introduction and implementation of the
nine-year conmprehensive school which started in 1954
and which is now accomplished. (Qur Category 1: objec-
tives, functions.) Basically, the intention was to put
two different schools together under one roof, build
a new structure and curriculum and plan the whole
country region by region to establish this new edu-
cational provision, which is particularly important
for the rural areas. The reform was based on proposals
from several commissions and political decisions by the
Ministry and Parliament. The case study shows clearly
how the interaction between political decision-making
and the NCIE has developed through these years. The
role of NCIE in these reforms is to find answers to
specific problems defined by the Parliament or the
Ministry.

2) The next type of innovation which characterises the
work in NCIE is specific curriculum development pro-
Jects linked to the above-mentioned reform. Most of
them are aimed at individualised instruction and have
a more strict planning-research~and-development cycle.
They are, as it were, the second phase of an educational
reform after the structure, organisation and admini-
stration has been established in the first phase. The
curriculws development projects fall into our Category
4 (curriculum),

3) A new activity in NCIE is the experimentation with
school organisation and administration; 1in particular
the project "Creativity in Schools" has as its obJjective
the investigation of the possibility of giving schools
more freedom and initiative. This is, in itself, a
major departure from a centralised innovation policy.
Other proJjects, like the establishment of regional
development centres, can be looked upon as further ele-
ments of the same strategy, giving to the schools and
local districts a major role in the innovation process.

The strategies used in this work have already partly been

described. As previously stated, the mechanism for innovation,
the Act of Innovation, is probably in itself the major strategy
for innovation in Norway.
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1) This atrategy g closely related to pulitical decleion-
making in both the Minictry and Parliament.

2)  The identification of educational needs in Norway, as
in Sweden, 18 done through Royal Commissions which make
recommendations Lo the Minilstry and Parliament. The
NCLE, threugh numerous contucts and discussions with
different intervest pgroups, tries to operationalice
these objectives into feasible school practice. The
establishment of priorities through commissions is
seldom guided by research. The process within the NCIE,
however, is more and more related to regearch and
development projects which clarity the funetioning of
the system av it existe, Resgearch is uften done out-
side the NCIE on contract.

“)  The planning of innovation iu done in NCIE, which has
vonsiderable authority in this respect. It is based
on wide contacts and co-operation with local authori-
tice wnd teachers, One can sbgerve a change in the
role of NCIE since the 14505, 1n the early days NCIE
to a large extent decided the regulations to be applied
for the implementation of a retoxm. Tuday the regional
planring done by KOIE takes the form of censultancy and
advive to the different dintricts,

1) The medel Tor development in the Liructural reforms dees
roet Jellow a strict planning-reseurch-development cyole,
It oie muzhomore developnent-oriented, taced on cloge
co=uvperation with loecal communities where nmoct of the
development work is done., Evaluation, in a strict
sense, is seldom applied, exvept of course for ctandar-
dired teste and examinations of student performance,
This does not imply, however, that revizions and new
decicions are taken without any form of assessment,
In¥ormal and formal discussions are the tvasis for
evuliation in these projecis., In the cuyrriculum develop-
ment projects, however, there is a process which, to a
targe extent, follows our model: after objectives are
caretully outlined and discuvsed with different inte-
rest groups, a proposzgal ic made atuut a curriculum
development project, A project group, often with a
;rojuct director in the Council {(however, increasingly
from outside the Counceil), works osut prototype units of
gurrivulum and trice them out in a few schools., An

e8]
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cvalaation and revision eycle i based on this first
year of experiments, and a second version of the
material is prepared and tried out in about 10 to 50
g¢echools with teachers who have not helped develop the
material themrelves,  bvaluation is done by experts
from the Council or a regearch institute. Raged on the
evaluation, 4 revision is made, and, if necessary, a
third try-out is organived, The final evaluation
includes also recommendations to the Ministry about

the implementation of the new curriculwn in all schools
in Norway. The NCIE is not formally responsible for
the dissemination and implementation of the product.
Thieg {s done in co-operation with the regular central
administration which also is responsible for teacher
training and retraining.

t)  Research in a strict and formal sense does not play tne
vame role as, for example, in the 8wedish curriculum
projects.  The research function, however, 1s a growing
capcern tn the Council and all major projects are now
planned in co-operation either with the research starff
in NCIE or with an outgside rewearch institute, One
of the major problems, however, has been that a deci-
clon-naking oriented research process is dirficult
o egtablich in reforms of a complex nature like the
introduction ot comprehensive schools.

7) Since the NCIE is not responsible for the dissemination
and implementation of any innovations, this leaves the
NCIE somehow "irresponsidle", However, on the other
hand, the NCIE is left with the respongibility for
initiative in innovation and development of innovative
products while not burdened with the administrative
worx which characterises the regular system,

THE ONTARIO INGTITUTE FOR STUDIES IN EDYCATION (0ISE)

There is cune striking similarity between the NCIE and the
Ontario Institute for Studies in ¥ducation (0ISK), namely, that
in both cacec the inetitutione were brought into being by a legis-
lative Act, In the case ef O0ISE the Legiclative Asgsembly of the
Provinee of Ontaris decided in 1965 to eztablish the 0ISE.
According o the Act{77) the oblectives of the inatitution are:
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1) To etudy matters and problems relating to or affec~
ting education, und to disveminate the results of
and asaist in the implementation of the findings of
c¢ducational studies.

"
-
~—~

To wvtablich and conduct courses leading to certi-
fleates of standing and graduate degrees in
education,

The antvcedents of the institute can be traced tack some 40
years to the creation of a Department ot Bducational Rescarch in
the Ontario Cellege ot Education, This department conducted stu-
diec on a wide range 5t educational problems;  demographic studies,
regearch on teacher gupply and demand, provincial financing of
schools, eto, A zecond factor vontribvuting to the creation of the
institute was the need for a graduate education programme. A third
contributing foree wase the Ontario Curriculum Institute which was
ereated ono e, This institute co-operated with the Department
F Bduentlonal Research in curriculum studies and long-tern plan-
Lires astivities. Finally, the gencral cocial clinate was recep-
©owves [nereasing public interest in ecientific developments, the
advent of atumie engeryy, the developments and exploration of
cpace and the optimietic view of the role of research gave .. boost
tu the development,

The inetitute was then brought into teinyg by the amalpgamation
ol two exieting bodies, 1,¢, the Department of Educational Research
and the Department of Graduate Studles of the Ontariv College of
Education., In addition the Ontario Curriculum Institute merged
with QISE by the action of two Boarde of Governors in 19606,

A unique ¢lement of OISE is {ts responsitility for graduate
studies in edweation., This can partly bte traced btack to histori-
cal eventy but was also a deliterate strategy from the very bepin-
ningy in thuat graduate studies are combined with applied recgearch
and development elf'f »te and field work, an important strategy tfor
the dicoemination of rew knowlcdge into the Ontario edusational
system to guarantee an adequate supply of researchers needed for
the R & I work,

The inctitute ie¢ controlled by a Bourd of Governors cumposed
ot the Director of the Institute and others representing profes-
cional groupe in Cntariv (teacher training, universitics, teacher
gooiations, and administration, residents of Ontario and inatruc-
tisnal staff of the Institute),

Trie Moard represents a departure from the traditional uni-
versity boarde in Ontario in that its members are mostly educators

wr
-
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Gippoeinbed g peprecentatives Lt educaticnal dnutitutions and pro-

Seoglola aos elatoen,

The creation oy CISE ohould te seen apainst the Luckground of

cluthieres made in the Ontario education system nnder the

Febneation, Wililam G, Davie,  He placed control oz

o prapgranme and crrleain in loeal dictricts and pave the
may oy nperation ot finanelngg cupport and ceonomic control to the
trovineial suvernment,  Today, more than 'O per cent of sohuol
Plrances are provided from provineial prantu, the rest from local
sourees.  In the process ot the overall veorganication, vone

Vot focal overool toarde were convelldated into (5) counties and
cltie,

iitiative o the Minictry of Bdueation gave much pgreater
anthority to o the County or tike City Board Director. The Department
Edvaovation wae aveentraiiced and the provinee wao divided inty
ool ey waks with oo branch orfice of the Department of Educa-
Liony waotn e ctat't Lf prograname conoultante whooe tagsk wags to

Aceaot the vt ion ansl o the cebaoals {n ramme development,

Troothra ez

Conal syt 0¥ Lntario

Che Mindioter suviouciy creatod A ovaciim, The anthority and O
e wnaeh had ocome Trow e central asthority wac no longer
avaloatl oo oand Lt owae Te St o bn the loeal authorities to decide about

sducatcennl deve Dpment, g, bnopartionlar, avout the curriculium.

Tre nevd uron atasoand vtantial offory to uring better
carrietila Lot weroon o wae v ident and tioer aoelctan o a tudy

CLRG OI0E war ddead in s pretecs, The operation of 0I8E, and

troo ewie s butione roid vaieni s o the Inetitute muct te viewed

AND PRODEOCED

OLBE Ao net Tinwed tooany Hreal educational decicion-making
ctractnre, cither joid

aly or admindictrativelye 14 has, how-
o owide rocporneibilivy covering the whole field of regsearch
ardd Slevelopument in cdncation and 1o alsu engaged in the training
Cocradiate ctadente lnoeducation, It 1o based onoa Provineial
in cluse co-cperation with the Minicter ot

inc ite recouyrcer from the Provinee, 16 has o

vt exdtent, can Le conpared with o the Sohoolg

inebby oared e owico, Vo come oxtent, nanagted by conmittees -

SAaL e i 2imteced o5 tre faonlty of OISE,
“ 5C
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activitics ot O[8E can be grouped under these heades:
A programme of greadunte studieg

The graduate prograrme is the keyutone of the activities
of the Institnte and other activities are cluustered
around this particular tack., A need was felt for studics
ol thiv kind in Ontario in 19uy, und OISE nas made an
impresuslve jmpact in this ficld by increasing the number
of graduate degrecs from 167 in 1906 to 439 in 1970,

This yenr the full-time envolment is 92 and part-time
enrolment &7, A number of specifiec comrves, desipgned

to meet neweds dn the Ontario educational community, have
boeti cotabliched {(i.e. adult educatiun programmes, educa-
tioral planning, soclology couraes with cage studies in

Jthe rohoole, educational administration courses baged on

half=yvear cabtatical leuve, computer application courses,
b ),

Reveareh und development activities

There hag becn a wide range of prejects in this fleld;
at oone time, ap o to 200 different projocte,  Thig has
teen cu opartly beecause many youry academics were appoin-
tedd Ao aondty posto with the stipulation that they
chaould devote balt their time to research, a situation
wh.ich encsaraged the undeflaking of individual research
wrojecte,  There hus been much criticiem inside and out-
chde tre ingtitute in relation to the number of projects,
and Lhe ctar! pac now apreed on major concentration in
come Few priority armar, with new budgetary procedures,
and a4 reduction of support for research and development,
Suveral larye programmes are now energing,  The "major
thruecte” in the Inctitute are now as fullowoe:
i) an elementary school-thinking programne where the

air io odevelopment of instructional materials in

the area of thinking for gtudents from pre-school

Tevel throwgsh prrade 53

) otudies in educational policy planning, and pertfor-

mance with the aim of helping school dietricts to
Llan for the future and tecome more accountatle for
their performance;

~) a programme of Canadian ctudics with the goal of
2ellerting materials about Canada and bringing
theoe materiale to the attention of curriculum

developers;

)
AN
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dY o progrisue on innovations and alternatives in
cducation with the oblective of providing assistauce
to the provincial educational sysgtem in the innova-
tion jprocess,
Among the larger programmes which ave decipgnated as
interdepartmental are a moral cducation project with
the nbjective of establiching a theory of moral develop-
menty  a Canadian public issues project for the develop-
ment, evaluation and dissemination of a cocial studies
programme; and a bilingual education project aimed to
help the various Roards of Kducation to initiate experi-
ments in bilingual education for English-speaking pupils
at the kindergarten and grade 1 level., As one will see
most of these projects fall into Category 4 (curriculum)
exeept for the studies in educational policy planning
and performance and the programme on the innovations
and alternatives for education, which fall into Category
? {organisation),
7} Special school-related services
A specific programme in OISE is the field development,
which, according to the co-ordinator, is essentially "a
L vroject or linking activity, a co-ordination of effect
between people and OISE staff’(78). Most of these 1irk-
ing activities are carried out through the regional
centres. The centres have different tasks which vary
from iransfer of leadership to people within the commu-
nity, and the analysis of needs and objectives, to
providing expertise and dissemination of OISE products
in the schools. . The Office of Field Development {n OISE
in co~operation with t$he regional centres has carried out

ceveral large-scale projects requested by province-wide
organisations, The Office is mainly responsible for
field relations, diseemination and assistance in imple-
menting research and innovative ideas. ,
As an overall strategy for innovation OISE has accepted three
tunctiona! M
a) graduate training;
b) research and development;
¢) consultancy to schools and school districts.
Up tu new, however, this haa been only to a small extent planred
and co-ordinated to ineclude all the schools in Ontarie, probably
for the following reasons:
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1) OLLE foonet linked to the formal education decision-
MAKIN pro e,

?) Inside CISE iteelf, the work is dene mainly in depart-
ments with 1{ttle co-ordination, In the last few yeats,
howaver, new caphavic har been yiven to interdepart-
mental work and this nae resalted in larger Ko D
viforty more relevant to the needs of the Ontario
aveten,

<Y The effurt to co-ordinate activities and to establiegh

sinka with the syotem, han,Erought the institute from

# aniversity-type of regearch model to an ovganised

planning=researzh-developnent=and=ditftusion model., 1n

thelr recearch and development activities, thie is now
the main ctrategy for inrovation,

4)  The reeds for innovation are defined Ly co=ordinating
programme cormittees,  No separate educational planning
divlision hag teen estatlished in the Institute to work

snoweyeles of need ascessment, gpecification of obtjec-
tives and analycis of alduermative strategica,

©)  Thre development model which is now fereseen in Lhe magjor
projects follows to a large extent the model outlined
ure pages 54 and =5,  The criteria for establishing the
major projects have bteen practicatility and generali-
cavle ivpact on the educational system, In addition,
the proeject must have gound design, adequate vrpanisa-
tion and management, clearly stated objectives, adequate
evaluatisn, and careful planning for dissemination and
implementation,

r:} The apecifis strategy of uring regional centres for

disesemiration i+ the major way in which QOI&E obtains

accecrs to the ochool systems, Planning of this opera-
tion is dore in cloce co-operation with Jocal schnol
atitrnoritiess This i the moet dmportant dialogue

1

sole and OISk, and alase influences priorities

Lotweern

GISE programne,

iratizn of Ol8E work nas been mainly disceni-
nation 2f gnowleders, ratuner than disseminaticn nof
Mrcady=to-nee! products in the enhanle, This takes the

oy of pabliocatio aeoevrrdiculan and adminictration

and Jonrnals covering a nimler ot odurcational topieo,

I additiong, n wide range of cunfrroners nas treen

arrantd throvgteot Ontavio, Qbviously, through its

-~
o

O

ERIC

Aruitoxt provided by Eic:



sratindbe prograume, 0ISK has an efficlent digsenmina-
ti o chnnnhel,

“)  How far the wurk o! OISE is implemented, and the
relationchip between OISE and the regional departments
9 eduoation, are teples whicoh are discussed in
Chapter VIT1.

THE BAVARIAN STATE INOTITUTE FOR BIUCATIONAL RESFARCIH AND
PLANNING (BkY)
h

(=]

Bavarian State Institnte for pdacational Research and
Plannins (BRFP) wao created in 3907, The auppart for such an
ingtitute vame from diftferent cources, Weilnert and Simons{79)}
decerite the "ewe decader of not-roform in Weet German education®
{vrdftier o) o the majer motivation tehind the establishment of

sofnetituter like the PR, A growing publie concern about
the "edirational cerisic” in Germany was apparent during the 1960s
and vreatedl a precsure for cducational reforme, Thie ereated a
veadinoese to bace education polliey decisions on scientific
recearch and to develop neeecsary mecharieme for educational plan-
nines, development and rogearch,

The relationship botween Federal and State initiative in
education wae another factor. In 1906 the "Deutsche Bildungsrat"
(frerman Bducation Council) was created with the purpose of
gtandardising and reforming the German wsehool system(80),  From
that time the rneed tor State inttiative backed by scientific
evidones was more inportant than btefore in support of regicnal
tdeas,  Traditionally the Stutes in Germany have had more or less
urdterdited freedon in educatisnal atffajrs, and most States have
foursd a prowing Federal initiative,
uf a thinly populated State in Central
a typical apricultural {o a more indns-

tavaria fooan example

pavene and hac o moved 1

*
Poed oolad stracture at a very rapid rate, EBarly in this

W per ernt of the Pavarian population was involved in oa

rlearly-defined uocupation in which 1ittle educational
training wad nelesonry (asrieulture).  Today, almoiost the whole
opalation io fasing a variety of occupational cholceen, involving

2ofvertonal and cocdlad robility and inercacing demande for edu-

e

P e vy I3 AT
SA e L prepari

Theoe developments in Bavaria have cceurred on a rather rapid

v, and as g reoult, regrional differcnces have becn growing,

W
-

O
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The need for mory eguality ot life-chaneces in economic and social
terms has therefore btecome a major political objeetive in Bavaria.
The B3RP was created with the main objective of planning for equa-
Lity o7 educaticnal opportwnities throughout Bavaria,

In hig budget propasal in 19¢+ the Minicter of kducation and
Sultare aarda{st):

"They need a cpecial tody to obrerve, plan, tect and
provase, to enltivate linke with treory and sechool prac-
tive ay well ac with social and political forces, to keep
otk with all the complex fasets of the cdneational
polley dabate ol make cur Statets oontribuation to the

rew edurational planning at FYederal leyel M

The Irotitate fac been st ap te provide a wolentific turise
Teroedenntlon pobbey diedelone,y This peneral otiective, at which

ebl wetivitls oo wined, beoaocepted Uyothe Mindotr, ard the
Inctitute, A coj v wsounption hag teen that the plarning and

revereh o woary chovid te b

sed en revional planning, taking cdaca-

tioed, wconomie and coeinl difterenves Inte acooant irn improving

ieoed Lonal different ievels and areas in
I EB RN oo o wirn are ite practicari-
iy doits relevarce to nal policy problems in favaria,
Tre lustitite 1o oLrgants adoa planuing ard regearch ineti-

othe Department of Haucatibnul Plonning in the

Vinietry o @ducation and Culture. The staff of the Institute ie
1
i

formally wuabjest to ministerial supervision tut in practice cuch

vapErviclon dorec not extots Important deciel n-naking powere are
rocl Inctivite, who 1o at the Ccue tive
(ACH I Doword i the Depsmrtraont o 3l

TLoere

Irctitets ang tre Flannine Departoent aboout

S g, 1o
P TP SO SRR D N P

WIha et ational oveourch o ntacted oy b Inotitule
Tewrn loslee o pe ciriealls ot D gt r wreriere bt d wdtitu-

nniver o whd b Lo b revrned, o0, with o

detailed definitinn o teachine rethsds,.  On the contrary
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the nim 1o to mune a systematic study of specific factors
in the educntionul system, such as supply o and demand
for persons holding various educational gualifications,
Investment ou teaching aids, tuildings, cquipment, employ-
ment or gtary, expenditure on overheads, ete,, which can
all te gquantified, nothe opinicn of the Institutets
director, the main Caietion ot eduvational planning in
Pavaria and therefore the prircipal aim of the Institute
tteelf, ia o determine the 'oilent demand! ror education

and initiate meagures to meet 1t,"

A rmmbter o f projects have bteen commniceisred 1n e, tor
sxanple, to invertiyate the eftfecte ot the creation of new achools
in wiver divtriots, the effect of local edicational opportunities
onothe cholee of recidence, analyviy of the strustural veform of
privary cohocls, analysia of barriers te ehange in the gecond ary
coboel ceotor and vonpariesn tetween oohols following old and
rew o ctocturer. The Institute hae ales been engazed in "nodel
awbos Do e b analvoe practeeal experionce with o experimental
e Pevenrchoprodecte Lo preyave Sor o the introduction of com-
prefeneive vonccle o in Bavarin, atd o a projeet on o the "etudy o f the
Lnprowving cebocl facilities in a federal develop-
almoof tress prodecte e to analyce an acearately
fastore which are important tfor the cehool systen

freoa iven regdan in order to define criteria for plannirg, siting,
Stractures ardd development,  Once these criteria have boen develo-
ted will be rmade Lo simulate vlanning through a com-

ater

wre ars wonnmter of cther crller projecte which deal mainly
with planning, meth-d 1oy and applied reccarch to establich facts
tothe yreannt school citwaticon in preparation for new cdu-ca-
tional ctruzturers, Thic includes not only an analyeis of the
clitrational cltaation for enildren btut also a vonplete survey of
the adult edaoation cyctems Since the Institute has bteen parti-
clarly dnterecoted in differencec in local arear in the State,
Jeot ealled YAdarational Movement and Regicenal Strctures®

le .ne 1 the m

st typicul projects of the Institute. The pro-

j swsoa cunsideratle disparity in eduration bvetween ‘Lo urtan
and raral districte, The Inctitute feels that the conclasions of
the etady chow tnat the State cannet be treated asg a fully humo-
seme e area and that iderntical meavares will have different
moeults in different areas, It ales shows that the lask of par-

tidiption In eduratisn can only be explained in terms oI A

O
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complex cet of frestore,  As oaoresult of this project, there have
bteen several policy recommendations to the Miniutry,

The activities of BRP difter quite cunsideratly from ine
activitiee in the other vix institutions studied in this velume.
Thiv may be explained by the stuge of develowment of eduvation in
Bavaria, or it may te interpreted as a different approach to
edicational develepment, The projects are tucically resecarch pro-
Jesto and no one is a typical developmenti project., The approach
1o nighly structured from a scientific point of view, and uses
eelentirically trained people in its prejectu. The projects fall
into our Category ' (objectiver and functions) bud they are mainly
treparatury ctudies for innovatiens in this field. The Institute

in rfact loovks upon iteelf as mainly a planning and research insti-
tute to prepare for pelicy decicions rather than an irctitute
inftiating and facilitating changes itself,

Although the objectives of the Institute differ consideratly
from the other institutions studied it iz of interest in this
study tecauwae it chows how, in the German scituation, a growing
need feor edueaticnal change ie Veing appreached through the use of
planning and resecarch designs. Knowing the German tradition of
L*shly eophisticated research, a recearch institute directly con-
nexted with edurational decision-making will be in a position to
hav7 an luportant influence on educational development in the
State.

3o far the Inctitute has noncentrated onh research worx which

cults in commendations to the Ministry, The procesres invol-
ved ir tpis have mainly teen traditional research work with cleariy
defined chiectives and output and with relatively few prople invol-
ced in each single project. It ic not posaible, thereiore, to
identify any proeess of Innovativn in the Institutels aotivitics,
gince the procelss involved ig rcailv a process of research and
plannins in relation to educnticrnal policy

I this work, however, the Inctitute has established certain
apurtanl strategicss The noct ivpoertant factor ic the :loce
{aizon between the Ministry of Education and Culture, the pelitical
i bavaria and the research instivite (see Chapters VII

i
ivaders 1

and VIII). Co-steration with the teachers and the regearsh cotah-
lTivhment har teen a sccondary factoer for the Institute.

The Institute alue *ries to inform interested members of the
public of its cwn activities, However, teing a State-funded body,
it kuo certain rules to follew, for example in its relatienship
with the puvlic. Conceguently, it hag itselt not enmbarked upon

O
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major chanyes in sueh relationships lest it should seem to e
breaking ity trust with the Ministry of Education and Culture.

In its research activitieg the Institute has chosen an
area-baced approach to (ts planning and recearch work, The Insti=-
tiute "rejects from the oiteet the tendency of educational rescarch
wid planhing Lo caggest that the speifie educational vehool wysten
Lo the only 1iprical and feasitle cne without reference to vesional
characterictisa"(o%),

A SOMTARATIVE ADNALYOLS OF ORNTRAL INSTITUTIONS

Thic mealycic o an attempt to stwly common characteristics
fothe dnctitutions deoorited atoeve, define their major diffe-

ivly arnulyoe tiedr dmportance ac retflected in the

characterictica have teen deverived for

cach o Lnovtitation ceparately bty the individual revearcher.  Many

Uothese ceainnt ke denlt with here, and the reader ic referred to
ter diSTerent cace otadics which give A more detailed deseorip-

Arcoanalycic in more detall of decicion naking and parti-

Ly U perc nnel pelicisa, of roles and tunctione in edu-

i vation and of suiintended effecte will te foud ir

Tre precent analyeic will concenirate on the following:
I. Ireritati-rnal characteristics

wWret Cverall fneticoe does the institution

ation of policy (a normative change)

Adceptisn and develeiment of pulicy
Implementation 5f policy.
a

the inctitutions, and their foundation: Who

&
Juprorted or oppuoed the thndationt
" Frofeczceional sroups
ians

ase and the decicizn-making strusture:

a
5§ tower doer the inctitution have?

) Aradenie
V) Financial
) Contral of certain activities (e.g. teacher training).

*) Cee Annex 11,

O
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T1. Type o0 inr vatione

what does the inctitution gee ae 1t main area of interest in

the fleld of vducation?  We chall use cur four categoriec of inno-

jeotive s and Toietione

\
/
Yovreanisation and cdminictration
‘Y holee and role relatisnchive

Curriculun,

1IY, The procegs ot innovation

How 1s tre py cess cbrerved related to the F=R-D=Ii model?
Gars the wnderdglngsoacoung tlene of thic rodel be teoted?®

IV, Stratesdes 0oy educational innovation

Ao odbevive the above it rooin mind, in which of the three

Lyl osater o ries inocar Vetrategy codel" do o the invtitutions

telonm
0y s irial-rational strateogies
S IS TN educative strategies
st inirtrative otruategic:,
W tre, sl cab-ctratesler yoed? (e diveucssion

PO TR S colrvatione related 4o tyie o1 ctratepties?

I it poesitle v find certaln trende acroes cultures in the

iectd o U Ctrat o clew o ocrecitfic types of intovation®

iy INSTITUTIONAL CHARACTRRISTICS

Relativel, few chazatericticos are common to all inctitationo

Striotied s npart frew stvions bat oignificant peinte cuch as the

Collowargry o oall o dnetitotd no resrecoent o departure tfrom traditional

Ctratecies Uy ednintd onnl chinee,  They reprecent o necercary ling

Lebweers Ve P

idation o a norodtdve chance at the policy level

aid tre qnrlerentaticon O tnic pelicy,  The implementation orf
oliey has traditionalls veen ret ty luwe, repidationc and admini-

SR AN
[

Ive cortrels Tre new inctitutiore aleo reproecent o new ingt-
roent o to cerve weoa Lacisc Yo opolicy-tormedation, tut they have

Carotln e rerearch oand develipnent link

AL the dnctitations ooy porn than one vpesific seotor of

O
-
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the system and more than one region of a country; most institu-

tions are set up tu verve the whole State or the country, Their

voncern with the educational system as a whole isg another depar-

tire from traditional, vertically-divided educational administra-
tivn wd provides an spportunity for a wider view of educational

reeds in the entire system,

Objectives and mission

There are distinet differences in the ways the institutions

ande rotand their miceion and define innovation:

a)  ocome institutions look upon innovation as a means of
serving tolitical objectives - «ften long-term political
objeotives (NFE, NCIE and BRF, typicaily all thrce ot
thenr linied > central agencies in education) though
i chort-term political objectives (RPE);

L) thers 1ugk upen innovation ag a responge to eorices in
the present gystenm and ac o btetter administrative mechm-
ni to volve day-to-day problems (partly RPE, Schools

Coun il )
ey osome ipetitution, lusk upen inrovation as a_systematic
yeceareh and development procecs to improve educational

practice und give "btetter answers" {c teaching-learning
protlemes, often with long-range objectives (RES, NEK!'s
Departnent of Kevearch and Development, OISE).
The institutiong aleo ditter in their conmprehensiveness of mission,
voth in (rinciple and practice:

a)  owume i

e

tertituations ook upon thenselves ac a mechaniom to

rrevare poliey decisiong, thers as initiators of educa-

tionnd inpovatisn, sthers as the artual ppgeney which
develupe innovatisng, and othervs as the gency respon-
sitle tor the whole procesy, including implementation.

The Favarian inctitute is mainly engaged in the formu-
latd o »8 policy:  this role of researcher-profeasor is

in lirne with the German tradition, NEBE's Divisicn of
Recearch and Develupuent is limited mainly to initiating
eiteational innovatione In accordance with general poli-
clew given by the dinistry.  (NEE itself has a mare cvom-
vrehengive miveion.,) Al the others are agencies which
actually develep edurational innovationg, end (except
NCIR) are alro reasponsible for the implementation of edu-

cativnal innovaticna,
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All the (mtitutions studied are relatively young insti-
tutione except for NCIE,which has been in existehce for
183 years, and the R & D activ.ties of the NBE which in
varioug rorus have been in existence for about 20 years.
RES and the Schools Council tave been in existence for

¥ years, OISE for 7 vears, KPE and the Bavarian Institute
for 9% yeare.,

A1l the institutions were created with the support of
pelitical furces, either at the federal (USA), national
or State level, In the case of the Schools Council, NBE,
NCIE and OISE, proressional groups (mainly teacher orga-
nigationg) strongly supported the foundation of the in-
stitution. In few cases was there any strong opposition
reported to the setting up of the institutions, except
verbaps fur the fear in the United Kingdom felt by local
aithorities atout a shift in power over the curriculum
1o lecal to "eentral" agencies, It is likely that
ditftferent expectations and opinions were held about what
the instititions werc supposed t> do (as reported in the
cace of RES and BRP), but we have not been able to ana-
lyse these differences in a systematic way.

Tre gtatutory base and the decision-making structure
dirfer also. All institutions have academic power in
the cense that they have access to information and know-
ledze which is not commonly available, and a capacity

ts develop new programnes. This power, however, is
relative,since it depends on the degree of access which
other parts of the system have to the same resources,
Comparing the quality of work of different institutions
Jtudied, therefore, is not likely to have any real

iing since their influence (in academic terms) in
thelr own country depends on the "quality of the system"
(t.ow "advanced" the institution is compared with other
rurts of the system).

sme of the institutions do have legal power through
vntral of budgets or the financing of innovative pro-
Jezts,  Thie iu true for NBE, NCIE and RPE in particular.
Firaneinyg in these cases ic used as a policy instrument.
Seme inetitutions aleo exercice power directly or indi-
redtly through thelr contrsel of certain activities impor-
tart {rn the maragement of the educational system. The
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L the organisation of the school system. These activities,
characterised by different organisaticnal development approaches,
are in faet innovations in Loth Category 2 and Category %. Ry
definition there are no real organisational innovations without
innovations in roie-relationships.
All institutions studied have scme activities going on in
Category 2 (organisation and administration). These projects fall
inte three groups: '
1) vrganisation development projects (e.g. “Creativity
in Schoels™, NCIE);

2) projects designed to improve the technical capacities
for planning and ranagement (e.g. "Administering for
Change", RES,and several projects at BRP);

%) creation of regional or local development centres
(New Jersey, Norway, Sweden, Ontario, U.K.).

Projects of a more compwvehensive nature to change educational
objectives and the fuctions of educational institutions (Category
1) are taken up by RPE, NBE, NCIE and BRP. In the Scandinavian
and dernan context these Yprojects" involve major reform of the
secendary school systeuns towards comvrehensive schools. The role
wi the irstitutiore differs, The NCIE and NEE play similar roles:

eduraticnal caiscions draw up major lines of development, and

parliaments and the ministries delegate the authority to develop
{and, ir. tre case of NBE, to implement) the innovations. In the
cage of DRY this body serves rainly ac a resource-unit fer the
Ministry in its planning efrorts., In ¥New Jerscey the RPE has
mainly engaged i1tsel! in the renewal of urban education, In all
cazes studicd the objectives have included equality of educational
opportunity, a redictribution of fwids and pricrities for thre
tenceiit ovf the disadvantaged, ecpecially thoce descrited as
gseeinlly dicadvantaged.

III. THE PRUCESS OF INNOVATION

We have tried to analyse to what extent the institutions
folliw the P-E-D-D ricdel which we outlined on pages 54 and 55,
We have found that :urriculwe develupment projects are to a large
extent covered by this model. It is hardly applicable elsewhere,
We have [faund algo that the extent tu which such a process is uti-
lised varies mure tetween projects than between institutions.

However, the tatle telow gives a summary presentation of the

106

O

ERIC

Aruitoxt provided by Eic:



extent to which the variouy inectituticne are using this moedel,
We have tricd to 1llustrate the extent to which the model reflects
the actual prucess, and moreover what functicns different phases
o the medel play in the process. (For exauple, "experimentation®
can be & "teast" r'or prototype developments or the actual develop-
nent phave i{teelf.)

Threnghout this velume we shall see how far the assumptions

wnderlying the Y-R-D-D medel in education are in fact operating

)

in the provess of innovation. We have assumed (s ee Chapter 11,
Lt S5) that, to the extent that the process can be explained
according tu the model, the underlyiug assumptions are alce valid,
However, in those cases where the process clearly differs from the
medel, the assumnptions are not valid, and other tactors relevant
in the educational context must ve considered in explaining the
variaticns and differennes,

lg the procecs as observed in the central institutions a
ratioral wid planned process? If the tern "rational® implies a
procegs Laved on research and krowledge gathered Ly empirical
netheds, ore nust conclude that this is very seldom the only
tasis for the prozess. This ray test bLe illustrated by the prob-
len identification phase. This phase is seldom baced on systema-
i data-ovllection about needs and priorities in development.

ually vroblem identification is an ad _hoe exercise, seldom basged
itker on careful examination of present needs, or on long=-ternm
ducational _r integrated sccial plamming,

Wren prisrities somehow are establiched, however, the project
managerent in most institutions - in particular the development
phase - 1g a ratiunal ard planned process. In general terms it is
algnr a sequential procese, following the steps in our P-R-D-D
medal,

We telieve that thic distinction between the planning, deve-
lapmert and inmplementation of the innovation process on the one
hand, and the soenitoring of individual projects, is an important
distinction., While the institutiung studied do seem to mahayc
projects faivly well, one cannst autonmatically avsume that they
are euccessful innovative apencies.

Lur econclusion is that the establichment of priorities and
the disgeminetion/inmplenentation phasve ot the procecs are the
wearesl prarts of the wurk of the inetitutionactudied, especially
in instivitions not cloecely linked 4o the political or administra-

ive zystem. Wry are these asyeets of the process not systemati-
2ally developed? It appearc, after careful analycie of the case
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IV, STRATEZIES FOK [HNNOVATION

Ag we rave already scen, the innovation process can only
gartly be explained as a rational and planned process according
to the P-R-D-2 model, Thig model is mainly applicable to the
individual projects, particularly in their developnment stages,

Ir vur disenssion ot alternative gtralegies for innovation
we cugfested three categories

1) empirical-ratlonal

) normative~re-educative

) political-administrativex),

We avsume that most institutions use elements of all these
ctrategies in thelr work., In this analysis we shall pay special
attention to the guestion of how far the statutory tace and

decrision-making power influence the use of strategles. To i1lu-
strate Lhe uce ot strategies -we shall analyse each institution

Ferarately.

it ALl projects fellow bacically empirical-rational
stratey

e, mupt commonly the P-R-D-D approach

Ebbi: All types of stratepslec are uged in combination,

The bacis for mns
of the Cuormmi
strative ctra

t projects is the statutory power
ggioner, Examples of political-admini-

[ad

(D
o

s

glea uced to change educational
vractice are ¢ e faund in the redistribution of
regources, manipalation of power, for example,
extending the power of students and laymen. Also
ernpirical-rational strategies are uced, for examyple,
in personnel se’z2ction and replacment, and through
research and developnent efforte as desoribed above.

Sehools Council:
A typiecal feature «f the Schools Council is the
regotiation procesge in ite governing council and

waeraus committies,  We have licted this strategy

a3 4 "non-vislent" power-ceoercive strategy. In
reality, difrerent interest groips, cuzh as the

1o:al authorities arnd teachers, have to define common
rreand tefore prajects oan start. However, emphacis

‘g plaved on impreving the problem-solving capabilities
1 the 1ocal systems themselves, usirg normative-re-

sducative strategies, Theee operate in combination with

the research and development provceszs descrited above,

*) See discugsisn, Chapter II, pagez 35-51.
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ﬁﬁﬁ: Through e atatatpry base and its connection with

central political and administrative bodies, the NBE

traditionally har veed legcislation and regulations to

wmplemsnt decired innovaticns. Pelitical power
delercated Ly the Miniotry 10 2till an important basis
Tor its overall plannitg. Increasingly, however, the
ngtitntion is using enmpirical-rational strategies in
a variety of ways, including training programmes and
sometimes personrel selection and replacement. The
research and development process has already teen
described, Also consultuants and other experts are
employed to assist loval school systems, and in
pavticular a systemati: retraining scheme and informa-
tion campaign is used to implement large-scale educa-
tional reforme. Normative-re-educative strategies
are celdom used,

Much the rcame situation as NBE is true of NCIE. Poli-
tical and administrative strategies have been used,
particularly in the first ten years, but still as part
of the overall strategy. bmpirical-rational strategies
have increasingly been used as described atove, In

the last five years a vigorous attempt to improve the
problem-cvolving capabilities of the local school
gystems has increased the Cowicil?s use of normative-
re-¢ducative strategies.,

3

he strategies used are basically empirical-raticnal,

i¢ recearch and systematic training of graduates

o)

a

(7]

are alco used in this context. To some extent the
institute is engaged in normative-re-educative strate-
ties, aging its own capacity in upgrading the problem-
golving carabilities of local school systems.

BRF: The strategies are empirical-rational, with research

and planning as main strategies, The institute uses
the "political wumbrella” of the Ministry, however, as
a tasis for all ite work, Its research and planning
worrx 15 therefore ucved deliberately to increace the
carabtilities of central pelitical and administrative
instituticne,
Tre coneclusion seems to bte that in nearly all institutions
(except for RPS) empirical-rational strategies are not used in
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fenlations  fwen political-adminisirative strategies provide a
tasis for empirical-rational approaches, and in some cases the
latter are used to strengthen the basis for political-administra-
tive gtrateglies. This applies particularly to thuse institutions
whvith are moot clearly onne ted by law with central educational
decicion-maving, and applies leos o the more independent institu-
tiong. In mauny ways normative-re-educative strategies are the
mast radical departure from present practice in these institutions,
since, in fact, they imply a redistribation of power and influence
froan the institutione themgelves to the schools and leeal authori-
tiec,  In few caves has auw'h 2 change teen initiated ty the insti-
titione tnemeelves,

Y THE ENLATION CF TYPES OF OTRATEGY AND CATEGORIES OF
LU VATION

HWe o nave already digcussed the polevance of the P-R-D-D model
todldrerent hrnovations erfected by the central institutions
Jradied,  We have found that 1t i ciouwally the curriculum projects

¥ (Catesory 4) which are planned, developed and implemented accor-

ig axdel, and even in thio category only a few of the
ectye studied 11w the pattern giricstly. The analysis of the
ratesios uged in the other innovatisng descerited suggests thre

vattern descrited in Figure 2:1.

Figure 31
CATEGORIES Of INNOVATION BY TYPE Of STRATEGY

Political=-administrative

Empirical~ratioral Normative-re-educative
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In the Figure 3:1 above we have tried to place the categories
of innovation from 1 to 4 in a "strategy diagram",

Category 1 (objectives, functions) is, to a large extent,
developed and implemented through political-administrative stra-
tegies, though some empirical-rational or normative-re-educative
"sub"-strategies also are to be found.

Category 2A(organisation and administration) involves either
political-administrative strategies, in which new organisational
arrangements are brought in to replace 0ld ones, or empirical-
rational approaches., as in the ACP project of RBS.

Category 3 (roles and role relationships) involves either
traditional administrative approaches (political-administrative)
or an attempt to improve the problem-solving capabilities of the
system (i.e. normative-re-educative), as in organisational deve-
lopment approaches.

Category 4 {(curriculum) is generally carried out through
empirical-rational and normative-re-educative approaches, or a
combination of both.

There are clear trends common to all the central institutions
in their use of strategies in relation to different types of
innovation. Although one single strategy is predominant for inno-
vations in curriculum (empirical-rational) and for innovations
concerning new objectives and functions (political-administrative),
it is not possible to explain educational innovations in terms of
one single operating strategy, but rather as a combination of two
or even three strategies.
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Chapter 1V
INNOVATIVE REGIONS

The review of the case studies of innovative regions will in
general terms follow the pattern laid down in the previous chapter.
The regions which will be analysed - Leicestershire, Devonshire,
Malm¥, Wetzlar and York* - have not been chosen because they are
necessarily the most innovative regions in their country, but
because they are involved in innovations to a fairly high degree
and are continuously trying to improve their own practice.

Also in this chapter we will seek to deal with the first two
of the tasks set out in Chapter II, namely to compare the process
of innovation in the regions with the assumptions behind the
P-R-D-D model and to see whether different types of innovation can
appropriately be '"processed" according to the model.

We start with an ang}ysis of the characteristics of each
region. They differ in their administrative structure, in the fol-
lowing respects particularly:

1) Relationship to central authority;

2) Relatjonship o and authority over schools:

%) Relationships with public interest groups, and

professional and managerial groups.

These relationships, partly defined in statutory terms (aca-
demic control, financial control, etc,), partly developed through
tradition, have an important influence on the innovation process,

We shall analyse the innovative practices and the process of
innovation in relation to the categories and model described in
Chapter II, In particular we shall analyse the problem identifi-
cation phase and the whole process of policy formulation, policy
adoption, and the development and implementation of innovation,

On this basis we shall try to identify different strategies for
innovation as described in Chapter II,

* See Annex I.

115

O

ERIC

Aruitoxt provided by Eic:



[E

O

LEICESTERSHIRE KEGION

Leicestershire County Council is one of the English>loca1
education authorities, It is responsible for about 300 schools,
of which about 250 are primary schools and S0 are secondary schools.
In addition, there are some special schools and institutions for
further education.

The county has heavily populated suburban districts, medium-
sized towns and small villages. Many primary schools are small,
some employing only two teachers, others only one, On the other
hand, upper secondary schools enrolling about 1,500 students are
envisaged,

The county covers only 830 square miles and communication is
very easy, no one point being more than 50 miles from the central
administration,

The County Council in England is the local education autho-
rity (LEA), 1Its Education Committee is one of its important sub-
committees responsible to it for the formulation of policy, as
well as for carrying out routine items of administration,

Innovations in England and Wales(84) should be considered
against the background of the 1944 Education Act. In particular,
any new policy has to fall within the statutory regulations laid
down in that Act, The fact that English legislation is so general
and leaves great room for political manoeuvre should not disguise
this basic statutory requirement,

At the time of the 7944 Act, although both political parties
favoured educational reforms, the Labour Party was more inclined
towards establishing comprehensive schools, while the Conservative
Party's aim was to establish quality through reform of an existing
secondary school system which had grown up after the 1902 Education
Act.

Under the 1944 Act there is a great deal of freedom for the
local education authorities to develop their region in accordance
with the circumstances and traditions of their own areas. This is
particularly evident if one considers the variety of schemes put
forward in post-war Britain. The Ministry (DES) has veto power as
far as development plans are concerned, and it can also use a
financial veto as a control over LEAs.

The local education authorities in England and Wales have a
much more powerful position than other local educational authori-
ties elsewhere in Europe. Administrators are here as elsewhere
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not appointed on political grounds (although in the case of
Directors of Education, Government authority confirms an appoint-
ment). Their task is to give the Committee the best professional
advice In the formulation of policy and to prepare for a particular
policy when a decision is taken. The administrative officers have
a key role to play in the formulation and implementation of policy.
Holmes(85) says in his study:

"The role of the administration is c¢learly crucial if
new policies are to succeed. The Director and his
staff have to establish satisfactory relationships
with opposite numbers at the DES (Department of
Education and Science). 7They also have to get on
well with members of the Authority's committees and
at the same time win the confidence of teachers,
parents and other groups within the community."

THE LEICESTERSHIRE EXPERIMENT

The county of Leicestershire is famous for its "Leicestershire
Plan" which started as an experiment in 1957. 1In discussions at
national level in which social problems were widely debated and
as a result of sociological enquiries, evidence accumulated to
suggest that the English secondary school system was operating to
the disadvantage of working-class children and that middle-class
children were over-represented in the secondary grammar schools.

In 1957 the Director of Education in lLeicestershire proposed a
limited experiment to modify the structure of secondary schools in
Leicestershire. From 1957 until 1969 this experiment was gradually
extended and the movement towards comprehensive reorganisation

of secondary education in the country as a whole has been assisted
by the results of the Leicestershire plan.

In addition to these changes in the structure of secondary
education, the Leicestershire schools have been in the forefront
of reform of internal organisation in both primary and secondary
schools. This is so particularly in the following developments:
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1) A move towards greater individualisation of curriculum
and the changes of personal relationships in the school;

2} The creation of vertical age groups, particularly in the
primary schools and unstreamed primary schools;

4} The "Inteyrated Day" in primary schools where individual
purils and groups of children follow specific programmes,
building on their specific interests and the provision
of appropriate materials and working space;

4) Advanced curriculum practices, in science, mathematics

and modern languages, and music in the primary schools,

and other curriculum innovations, particularly from the

Nuffield projects at the secondary school level;

The school environment, part cularly through the con-

struction of new buildings designed for a modern

curriculum(se}.

(%3
o

STRATEGIES TO DEVELOP AND IMPLEMENT THE LEICESTERSHIRE EXPERIMENT

The initiative was taken by the Director of Education in a
memorandum of 1957, He proposed two areas of the county as experi-
mental areas where the plan could be tried out, The plan was based
on a reorganisation of secondary schooling towards a "comprehensive
soiution” which was very different from existing plans. The
Director in proposing the plan took the following steps: he first
got the support of his Deputy, a highly respected administrator in
the region: then he gained support from the man who for years had
bzen chairman of the Education Committee and the County Councilj;
he carefully consulted with headmasters and teachers; and he
eztablished a plan within the framework of his regular budget. At
the same time the proposal did not infringe any major clause of
the 1344 Act; furthermore no schools were to closed and the
roint of transfer between primary and secondary scrools remained
the same, The Ministry theretfore could not on legal grounds obJect
to the plan. The public was regularly informed, and the Director
was assured of support in general, and specifically in the experi-
mental areas.

In proposing the plan the Director was careful not to inter-
fere with the "integrity of the schools" and therefore most teachers
kept their Jjobs and reform was gradual over a period of several
years,
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The experimental districts played a key role in the strategy.
The Director made a successful choice which was based on intimate
knowledge of the area by members of the Council and also took
account of population growth and movement. The favourable assess-
ment of the first regions made it easier to spread the experiment
to districts in other areas,

To implement the plan in Leicestershire the Director of
Education could operate only through the following:

1} Headmasters play a key role in the planning and develop-
ment of curriculum (category 4). Headmasters in England
have a particular freedom and normally no one in either
central or local government interferes with what is hap-
pening within the schools. The Director established
relationships with the headmasters which made it possible
to encourage teachers to accept the policy,

2} The local authority had 24 advisers who gave help and
assistance to local schools, They were used extensively
in the introduction of the new scheme,

3) The permanent administrative officers, including the
Deputy Director responsible for services, had key roles
to play in the reorganisation of schools.

4) The local authority by statute formally appoints both
headmasters and teachers in the schools, Leicestershire
County, over a long period of 30 years, has tried to
establish criteria for selection which encourage
innovation. Thus, appointments have been a key inocru-
ment of the reform.

5) Examinations play an important role in all innovations.
In England and Wales some examinations are administered
by the schoel itself (internal), some by the regional
authority {e.g. the 11+ exam.), and some are run by out-
side (external) bodies such as the Examination Boards,
Leicestershire was particularly anxious to introduce
internal examinations. The experiment made it pussible
to abenion the 11+ examination ani to move away from
external to internal examinations.

From the above outline it is clear that a major elem in
the strategy of change in Leicestershire has been a political
interaction process which includes negotiation and co-operation
among central government, political parties, national teacher
organisations, the public, and local authority committees. This
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process, if it iIs managed skilfully, can produce very impressive
results without the use of formal research and development
approaches, as can be seen in Leicestershire.

Leicestershire has also experienced a number of innovations
in the methods and content of education, and in this respect local
advisers, headmasters, and subject associations have played the
most important role. 1In these innovations occasionally the schools
develop innovations themselves; wusually they adopt innovations
from other sources - such as the Nuffield Foundation proJjects or
projects run by the Schools Council. A long history of successful
work done in Colleges of Education has provided a climate for cur-
riculum innovation,

DEVON EDUCATION AUTHORITY

The case study of the Devon Education Authority(87) is con-
cerned with the reorganisation of secondary schools, and innovation
in pre-primary education. Both illustrate typical processes for
innovation in English local authorities and, together with the case
study of Leicestershire, give an interesting view of the type of
processes which facilitate changes at the local luvel in England,

In 1965 the Department of Education and Sclience sent out a
circular (10/65) requesting local education authorities to prepare
to submit plans for reorganising secondary education in their areas
on comprehensive lines. This request was backed up by the alloca-
tion of funds for school building. This was in the days of the
Labour Government. In 1970, however, following a change in
government, another statement was sent out to the local authorities
saying{88):

"The aim iS to ensure that all pupils shall have full
opportunities for secondary education suitable to their
needs and abilities. The Government, however, believe
it is wrong to impose a uniform pattern of secondary
organisation on local education authorities by legis-
lation or other means. Circular 10/65 (1965) is
accordingly withdrawn...... The Secretary of State will
expect educational considerations in general, local
needs and wishes in particular and the wise use of
resources to be the main principles determining the
local pattern......"
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It wan in this period from 1967 to 1971 that the creation of
a new secondary scheme in Devon took place.

THE BARNSTAPLE REORGANISATION

Until the mid-1960s the English secondary school system was
generally selective, Following an examination at 11 the most able
20 per cent of children(89) went to a grammar school and the
majority of the remaining 80 per cent to secondary modern schools.
For those who went to grammar school there was the expectation
that they would stay at schiol until they were 18, and enter higher
educa“ion., Most of the children in secondary modern schools left
by the age of 15 or 16,

The Barnstaple scheme eliminated the eleven-plus selection
examination by establishing comprehensive secondary schools to
replace its three secondary modern schools ard one grammar school
in the area. 1In addition to the creation of a comprchensive secon-
dary school for children from 11 to 16 years of age, the Devon
Education Authority won approval to relocate the sixth form, They
proposed to place the grammar school sixth form in a technical
college and offer a comprehensive range of subjects for students
from 16 to 18 years of age. When the plan is achieved, Barnstaple
will have a system of comprehensive curriculum for pupils from $
to 18, in what is described as a "seamless cloak",

THE PROCESS OF INNOVATION

To comply with the directive from the Department of Education
and Science to submit plans for reorganisation of secondary schools,
the Barnstaple Academic Board (composed of the heads of the secon-
dary modern schools, the head of the grammar school, and the prin-
cipal of the technical college), was commissioned to develop plans
for {ts area. After considerable deliberation this group submitted
plans to the chief education officer in 1967.

On learning that the reorganisation scheme was acceptable to
the Department of Education and Science but that funds to build
buildings to implement the scheme would not be granted for many
years, the chief education officer requested that the Barnstaple
Academic Board develop a second reorganisation scheme.

While the Academic Board was at work on its second plan, new
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ideay about reorganisation were being developed in the Education
Authority in County Hall in Exeter. Before the Academic Roard com-
pleted its second plan, the ideas generated in County Hall were
rresented as a scheme to the Academic PBoard, Support for the
County Hall scheme was less than complete amoﬁg the members of the
Academic Board; nevertheless, it became the reorganisation scheme,
and an officers?! working party, which co-opted the Academic Board
and was chaired from County Hall, was created to refine the scheme.
During the refining stage in the devélopment of the scheme, know-
ledge of its shape was deliberately limite? to members of the
officers! working party. While key members of the administrative
staff found it possible to give support to the scheme, there were
still a number of problems, the most important of which were:

1) To obtain the agreement of the Department of Education

and Science and of the Education Committee in Devon;

2) To obtain acceptance from the pubdlic, particularly in

Barn:taple;

3}y To ottain acceptance from headmasters and teachers

involved, particularly the grammar school.

When the public learned about the proposal seriocus criticism
was raised against the plan, The professional sector, particularly
the teachers in the grammar school, were opposed to major parts of
the propesal,

wher, it was clear from the deliberations of the officers!
working party that the Department of Education and Science would
probably approve the scheme, activities were started to win sup-
pert in the Barnstaple area. All teachers were informed; a
meeting of teachers was also considered - but rejected, since it
was felt by the education officers that it would do more harm than
good., '

By October 1968 it was widely known that a radical scheme
would be proposed and warnings began to appear in the Press from
both parents and influential educational groups (including the
grammar school), In particular, it was felt that the sixth form
would be destroyed and that the best teachers would leave since
they would not be attracted by the new scheme. Also many felt that
the grammar school would be destroyed and that the mixture of so
many different types of studenis would create severe discipline
problems, The reactions may be interpreted as ar illustration of
how a certain group feared the loss of status. In November 1968,
however, the scheme was accepted by the North Devon Divisional
Executive and given its blessing, and it was also approved by the
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governing bodies of the technical college and the four schools
directly involved in the scheme, The Governors of the Barnstaple
Grammar School and of one of the secondary modern schools, howevar,
were opposed to the reorganisation.

In January 1969 the County Education Committee gave its
approval, followed by County Council approval a week later, After
this a public meeting was held which seems t¢ have been a rather
"nasty affair'"; =some talked about the destruction of education in
the region; few concentrated on what the new establishment offered,
In the end the meeting had no significant meaning since it was
faced with a "fait accompli"., The Department of Education and
Science had its own problems gince this new scheme meant aliocating
resources for further education and secondary education to the
same institution, One problem was that the scheme was looked upon
as a way of gpending "further education” money for schools; another
problem was that the regulations for further education and schools
are substantially different,

The Barnstaple Grammar School Parent-Teacher Association was
against the scheme, as were the Joint Four, a national association
of teachers drawn mostly from the selective grammar schools., A
few teachers resigned, In May 1970 the Secretary of State for
Education and Science in London gave final approval to the plan,

MANAGEMENT OF THE PROCESS

The local authority had, in principle, only the following

instruments to influence the development of the new scheme:

1) Mass media were used effectively by the Devon Education
Authority. As a result the region attracted a number of
well qualified teachers interested in the schene,

2) The Authority had very good working relationships with
the Department of Education and Science, which looked upon
the local authority as one with solid practice and sound
innovative ideas.

3) The education officers, through careful and extensive
reading, used ideas from other innovations in their own
development work.

4) The Authority, to some extent, used experts other than
the traditional educators for their planning, including
experts from the health authority (in connectin with the
pre-school innovation programme discussed further in the
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cage vtudy), staff from the local university and consul-
tants from outside,

5} In the local authority itself there exists a general over-
lap of responsitilities. This is a consciously developed
strategy to involve as many people as possible in
innovative planning.

The process in Devon has been described in detail to provide
another example of a process of innovation which is probably more
a political process than anything else, This doeg not mean, how-
ever, that the process did not take resvarch findings into account.
The problems had been identified through long discussions at the
national level and through research reports.

THE MALMO REGION

The reforms of Swedish education were prepared by several com-
mizsions and alsc by experimental work in several regions through-
out the whole country. Much of this experimental work was not
systematically organised, though most of it was initiated by the
NBE. 1In 1958 however the NBE selected seven special experimental
schools tc develop particular carefully evaluated innovations, one
of which was a municipal high school for girls in Malmd. This
school initiated a number of experiments, such as flexible group-
ings, inter-subject instiruction, team teaching and individualisation.

In 1962, when the headmistress of the Experimental School was
appointed Assistant Director of Education in the School Office for
Malm8, she brought with her the idea of creating a development
centre for the whole Malm¥ region. With such an expansion it would
be possible to give equal consideration to all levels and types of
schocl, secure the co-operation and involvement of many teachers
in different schools, and ensure that the results of experimentation
would not depend entirely on teachers in highly selected experi-
mental settings. In 1964 the NBE, in a board decision on State
financial support, finally recognised the Malwmd educational deve-
lopment centre: its main obJjectives were(90)

"LTO fing7 practicabvle ways of giving effect to the inten-

tions of the educutional reforms proposed or already

decided, also at the levels higher than the compulscory

scnool, /and7 to tacilitate the progressive revision of
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in the extreme south-west of the country, is by far the most
densely populated, with the largest absolute population. Malm8,
the biggest city in Malmdhus, is the third largest city in Sweden.

Each of the 24 counties has its own County School Board.

The boards appoint teachers on the recommendation of individual
municiralities and are alsc responsible for the in-service training
of teachers in the county. The county is responsible for the
implementation of the "teaching plans" laid down by the central
government {through NBE). Compared with an English local authority,
a Swedish county has less authority and freedom of mmnoeuvre, in
particular concerning the main points of the curriculum which is
decided by the central authorities,

In the city of Malms the Malmd City Board of Education, which
comprises 11 politicians elected for 2 term of four years, is the
responsible body for all schools in the city. The City Board has
a school office in Malm®¥ headed by a Director of Education and
three assislant Jdirectors who are all appointed directly by the
Government in Stockholm, on the recommendation of the Malmd Board
of Fducation in consultation with the county school board and the
NBE. The Educational Development Centre, therefore, was organised
directly under the City School Office.

Since 1962 there has been an Institute for Educational Research
at the School of Education in Malm8 ~now the biggest educational
research unit in Sweden -which plays an important rule in the
research and development work in Ma1lmd. Research in the School of
Educaticn is predominantly funded by the Research and Development
Department in NBE /See the study by Vormeland(941)7.

The body responsidle for the work of the Malm¥ Bducational
Development Centre is the Planning Group, which is appointed by the
NBE on the recommendation of the City Board of Education. It is
composed of the Director of Education from Malms (Chairman), the
rector of the Malmd School of Education, one scientific expert of
the Department of Educational and Psychological Rezx:arch of the
School of Education, one representative of the county toard, an
experimental leader and an assistant director of ecducation,

The Planning Group appoints an Experiment C.n..ttee whose
members are chosen to represent the most important cn-going projects.
This group prepares a programme of experiments in co-operation with
city schools participating in experimentation. The Planning Group
examines this programme, gives its approval and submits it to NBE
- through the City Board of Education. The NBE examines the prc-
'gramme and determines the State contribution to the activities.
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The Schoel of Education is therefore through the Planning
Group directly involved in the experiments in the City of Malmd.
In addition, this School of Education has an on-going research and
development programme which to a large extent is based on school
experiments in the Malmd region.

TYPE OF INNOVATIONS

A number of innovations have been introduced since 1962.
Most of them are in the curriculum area (our category 4), such as
training in study techniques, team teaching and work with variable
pupil groups, and the development of learning materials and cur-
riculum revision, They are either planned outside Malmd {and
adapted for testing by the Development Centre), initiated by the
Centre itself, or originate from the School of Education on the
basis of experiments inftiated in Malm¥. Examples of such projects
are: individualised mathematice teaching {IMU), teaching methods
for German {UMT}, learning studio, closed circuit television pro-
Jects, an experiment in flexible pupil grouping, flexible timing
and team teaching (PEDO), new forms of practical vocational orien-
tation, compulsory music teaching, instruction by tape in typing
instruction, remedial teaching, expanded pupil co-operation in the
planning of the curriculum, and co-operation between pre-schoo}
and lower level of the comprehensive school.

In the Institute of Educational Research there are at present
19 exclusively school-related projects which include material-
oriented projects, teacher-oriented projects, pupil-oriented pro-
Jects and projects mainly concerried with the working environment
and organisation. In many cases they are evaluation projects of
the experiments initiated by the Development Centre, but independent

projects are also organised in the schools as direct research pro-
Jects,

THE PROCESS OF INNOVATION IN MALMO

An important characteristic of ini%iative in innovation in
Malmt is that teachers take part, to a large extent, in the dis-
cussion of priorities and in the creation of projects. However,
the persenc who played the koy roles in establishing the Develop-
ment Centre have probably also been most instrumentai in the

-
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creation of projects, [n Malms there are 200 teachers and head
teachers who are members of so-called subJect-groups with the spe-
cific task of analysing problems relating to instruction in their
subjJect in the region and of proposing innovations within the
framework of the curriculum guidelines, This is probably the most
important source of information for problem identification in the
region, Until recently no other formal systematic probvlem identi-
fication has existed, Another important characteristic of the
planning is that all innovations are related to the overall objec-
tives of the curriculum. The new curriculum of 1969 for compulsory
schools has to a large degree been influenced by regional develop-
ments, There seems to be agreement in Sweden at the regional level
that the obJectives of the innovation process are to find new and
better means to meet the objectives of the stated curriculum which
is decided at the central level.

The planring of innovation in Malmg is done by the planning
group and the experiment committee. Tt should be noted, however,
that Malmb has a network of international contacts which helps the
innovation process - in particular, contacts with the U.S. and
Britain have had influence, as well as contacts with other Nordic
countries.

The model for experiments in ithe Malm$ region has a number of
similarities with our planning-research- ari-development model and
with the general problem-solving approach, and is illustrated in
the figure following(92):

If one locks at the rather systematic process ouiiined in the
diagram, including the evaluation and revision, one would think
that this has a thorough, systematic, scientific basis. From the
discussion of Malmd, one observes that the researchers at the
School of Eduration have difficulty in evaluating the experiment
with traditional tests and evaluation procedures. To a large
extent the researchers have not been able to influence the planning
as they would like to have done and have too often readily accepted
the auxiliary role assigned to them, The experiments by their very
niture cover a number of variables and in many cases the researchers
firﬁ it difficult to establish sensible evaluation procedures
which c.ver all the relevant variables. In spite of this, a number
of important evaiuations and recommendations have come out of the
experiments in Malmo.

The dissemination of regional experiments in a cnuntry with
central administration ¢f educational planning gives rise to some
specific problems. A region is responsible for the dissemination
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The diagram shows experimentally for the various phases of devea
lopment a possible sharing of work by the central school authori-

ties (C), the research institutions (R) and the local school autho-
rities (1),

of results from experimental settings to other schools in its own
region if the innovations can be interpreted inside the framework
of the curriculum. Innovations which do not fall into this frame-
work, however, cannot be implemented without a policy decision by
the central government. Probdlems related to regional development,
the relationship between regionally initiated experiments and
research and development from the Schools of Education, and the
role of research in the decision-making process will be discussed

in Chapter VII.

THE WETZLAR REGION

The case study of the Wetzlar region, partly a history of the
creation of comprehensive schools in West Germany, is another exam-
prle of a region governed by a strong administration, this time

represerited by the State of Hesse.
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West Germany is a Federal Republic of ten states (Linder) and
three cities (Hamburg, Bremen, Berlin), each divided into a number
of districts (Kreis)., The district has a long tradition in Germany
as a political and administrative btody, but its character has
undergone substantial changes, Tt is both a self-administrative,
political structure and at the same time the lowest level of State
administration. After the war the distinctions between the dis-
trict as A self-administrative unit and thc district as a unit of
the lowest level of State administration were redefined by law. A4
district is governed by a Council and a Comzittee which takes care
of the day-to-day business and the administration is headed by a
Landrat who is responsible for both the day-to-~day affairs
vis~-a-vig a district council but also responsible vis-i-vis the
State government for State affaivs. )

An important development over the last few years has becn the
concentration of public administration,which means that the dis-
trict now has more responsibility which previously was carried by
smaller commures into which the district is divided, Also, a
transfer of responsibility for schools from the communes to the
district has meant a substantial increase in the power of the
district.

The district of Wetzlar has its own school administration, a
School Education Office which is responsible under the Minister of
Education and Cultural Affairs in Hesse for education in the dis-
trict. The district has inspectors for each type of school in the
Kreis,. and a School Psychology Deprartment. The curriculum is laid
down at the State level and the School Inspectorate supervises what
is taught and the arrangements for teaching in the schools, By
law it-is decided that before a major reform is proposcd, approval
must be sought from the rarents (District Parents' Councils) and
teachers (through their associations). It is only in very rare
cases that a district takes the initiative in innovatisn in Germany.
Also, in the case which {s described in the study by letzner and
Proost(92), Wetuzlar did not develop the innovatiou by itself. It was
partly discussions and developments in the DLand, and in Germany in
general, which led to the reorganisation of the secondary school,

The case ctudy begins with a dcseription of post-war Germany,
its progress in both the social and economic f{ields and the trouble-
some proce3s of changing an outdatei gchool struciure into what was
hoped would be a better structure. Over a period of more than
20 years the debate about secondary school organisation has been
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gulng on iu West dermany. A number of recommendations from dif-
ferent wniony, political parties and task forces have been made to
toth the State and the Federal Goveimment btut the hard fact is
that very little has changed in m. ¢t Stater during this ypericd.

It seems clear, however, that for come few States in Germany,
revrganisation of the secondary school structure is now under way
on a full scale and the State of Hesse is in the forefront of this
field.

The rirst careful attempt at the Federal level to formulate
a policy for the reform of secondary education was the recomnend-
ations submitted by a task force (Deutscher Ausschuss) in 1953 where
the tripartite structure was maintained, but with modifications.
The main argument used for not giving support for the skeleton plan
was that more research was needed before conclusions could be drawn.
In 1960 in Bremen and 1962 in Wiesbtaden, working parties indicated
the need to eliminate the rigid tripartite system and facilitate a
"dynamic development of the school system". :

In 1964 the Ministers of Education and Cultural Affairs of all
German States announced the Berlin Declaration which drew attention
to similar trends in other European countries and recommended the
creation of new types of secondary schools. The Declaration was
supported by the teachers! unions in 1965 and trade unions in 1966,
and a plan was drawn up for a systematic development of comprehen=

s

sive schools. o
THE RECRGANISATION OF THE SECONDARY SCHOOL IN HESSE

Before the comprehensive school developed, many States in
Gerrmany, the State of Hesse being cone of the first, introduced a
sc-called orientation stage (Forderstufe) between the primary and
cecondary school (covering grades 5 and 6)., Instead of being
selected for either the Gymnasium, the Mittelschule or the upper
stage of the Yolksschule, the students will be kept together in the
same school. Experiments at the orientation stage proved that the
arrangemnent helped to increcace the number of pupils entering secon-
dary schcols. However, the increase in enrolment in the academic
secondary schools (gyrnasium) has been very small.

The comprehensive echool idea grew sut of the orientation

stage experiments and also from discussicns inside and outside the
country, and was particularly influernced by Scandinavian and
British reforms. The rigid vertically structured tripartite system
was to te replaced by horizontal divisions into successive stages.
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The general idea of experiments in the 1950s was that they
should prove that the reorganisation was better than the 0ld sys-
tem. In many ways, since such evaluation results were¢iifficu1t
to obtain, the experiments delayed necessary restrucﬁdring of the
system and were used partly as a conservativce mechanism,

in Hesse, the planning of comprehensive schools started in
1967, although a number of discussions had been going on for some
time before. A special law for introducing comprehensive schools
was estabtlished in 1368 which gave the districts the framework for
eatadlishing comprehensive schools if "conditions so allowed", In
general the law waz widely accep.cd, with come protests which
maintainel that the proposed measures had not been sufficiently
tested., It was also clear that the Christian Democrat Party and
the National Democrat Party were against a genecral clause foo
integratel comrrehensive schools, Several teacher associations -
rarticularly sccondary school associations - were now against the
arrangements.

The State Education Department continued with the planning,
however, and organised local planning groups consisting mainly of
teachers. it also established a central commission on the cur-
riculum and liaison arrangements with researchers in order to gain
information about curriculum research in other states. Most of the
work was aimed at creating new syllabuzes, objectives, content and
methods for the rnew school.

Wetzlar waz one of the districts iy, Hesse which agreed to par-
tici.ate 1n the comprehensive school reorganisation., Wetzlar was
ruled by a Social Democrat Party which was favourable to resrgani-
sation. (It should perhaps te noted that in England Leicestershire
County Council is largely Consérvative - so too is Devon.)

Trhe trocess was clearly political: in fact, the idea was
first ecstablished at a Social Democrat annual meeting in 1967.

The Minister of Fducation in Hesse gave his approval the same ycar
and the working groups mentioned above were established. Later,
the rayors of all communes were invited for discussions and agree-
ment was reached about the introduction of the orientation stage
ani comprehensive schools. The Parents! Council, which has statu-
tory power, agreed to the reorganisation. To some extent a certain
cconomic pressure was evident since about 50 per cent of the costs
for school buildings come from the district.
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STRATEGIKES FOR THE INTRODUCTION OF COMPREHENSIVE SCHOOLS 1IN
WETZLAR

1} Although a number of discussions and commissions were
being conducted throughout the 1950s and 1960s (also at the Federal
level) in practice very few States started a substantial develop-
ment in the direction of a reorganisation. The forces therefore
in West Germany to preserve a highly selective system were very
strong.

2) The process of reorganisation_of secondary schools in
Germany was, as elsewhere, mainly political. Political dbargaining,
endless discussions back and forth in commissions, slowly built up
a pressure favourable to reorganisation. Wetzlar, in Hesse, was
one of the many districts indirectly influenced by these processes,

3} The strategy in general was to establish a few experi-
mental schools, carefully controlled, which would prove the neces-
sity of reorganisation through comprehensive schools. It can be
seen in West Germany, as well as in other countries where struc-
tural reforms have been introduced through the same strategy, that
the use of experimental schools in this sense to a large extent
has been a conservative mechanism., 1In particular, the German
scientific tradition seemed to underline the necessity of hard data
before any policy steps could be taken, and this was a main reason
why structural reforms were delayed.

4) The real changes occurred as a result of political pres-
sure and also by the use of economic control measures aud the
transfer of power from the communes to the districts.

5) Also at the district level the same process of political
bargaining and development through committees was the main Strategy
for development, Also at this level the reorganisation was based
on the authority of "experts" and if possible supported by hard
data from scientific investigations.

The power of teacher unions in Germany dominated the strategy,
and educationists, senior teachers particularly, were used to plan
~he introduction of comprehensive schools.

THE YOkX COUNTY BOARD OF EDUCATION
when we described the Ontario Institute for Studies in

Fducation (OISE) reference was made %0 the reforms in education
througrout the whole frovince, particularly the reorganisation of
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the counties. In the early 13¢0s Ontario was decentralised into
small school boards. As from 1964, however, a gradual concentration
started. In 1969 the York County Board was created {on the basis

of the new statutes in Ontario) by the amalgamation of the existing
$ix high school, fifteen public school boards and three schools

for the mentally retarded,

York County, situated on the outskirts of Toronto, has a vopu-
lation of about 150,000 which is steadily increasing by about
12,000 over a four-year period. The southern part is "dormitory"
to Metropolitan Toronto, The county is divided into four educa-
tion areas for administrative purposes, each having about the same
number of students, teachers and schools. There are in all 94
elementary schools, thirteen secondary schools (grade 9 to 13) in
addition to three schools for the educable retarded and one secon-
dary vocational school. The revenues of the Board come mainly
from municipal taxes and provincial grants (51.7 per cent and
47.8 per cent resrectively in 1970).

After its formation in January 1969 the Director of Education
rresented a series of papers dealing with aims and objectives of
the Yorx County and with ideas for innovative programmes. There
seemed to be general agreement about the Aims and Objectives which

the Board finally approved. Generally these provided for flexibi-
lity, maintaining different options in the system, giving high
priorities to the thrce Rs, fostering the ability to communicate
articulately, extending opportunities for gifted children, provi-
2ing more support services: psychological, guidance, special
cducation, and integrating obJjectives so that there would be a
continuous programme from kindergarten to grade 13, The Board has
statel specifically that it wants to use incentives to keep up the
quality of staff and to involve teachers as much as possible in any
development work that can improve the quality of teaching.

The administrative set-up in York has some interesting features
in that in the line organisation there are only four positions,
i.e, Principal, Superintendent of Area, Superintendent of Operations
and the Director. Many middle-range, line-associated positions
common to other boards of education have been'replaced by staff
versonriel {(e.g. master teachers). There is great flexibility in
the organisation and a number of incentives which give teachers
and headmasters freedom to express their opinion and to participate
in decision making. As we have seen in other cases above there is
a trend towards "non-hierarchical' administrative structures. The
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change from "inspectors"™ to "advisers" is one such change. It is
important to consider whether this is merely a change of title or
a veal change in function.

In aldition, apecific divisions of operations, planning and
jevelorment {ircluding a recearch office) have been set up,
torether with an organisational development unit and a unit for
communications and information systems. These units - in parti-
cular the planning and development unit and the organisational
development unit ~ play an important part in the innovations which
are described in the casg study by Loubser, Spiers and Moody(94).

TYFPE OF INNOVATIONS

In its short history, starting from the work on Aims and
Objeectives, the county has formulated, adopted, developed and
imi lemented a number of interesting innovations. For example, it
has developed four kinds of secondary school, each in its

own way ditferent from the usual kind of school. The Thornlea
Secondary School{9%) is a school with a number of. curriculum pro-
Jecta: another "School of Arts" will combine a basic academnic
programme with specialised instruction (music, dancing, drama,
visual arts and commercial and industrial arts); another "hard
school” will emphasize self-discipline and a high degree of acade-
mic content. The latter is described as a "brand-new old-fashioned
school. There are a number of other innovations in the region and
the case study concentrates on three major developments which are
summarised below.

THE CURRICULUM COMMITTEES

Orie of the innovations described in the case study is the
creation of the curriculum committees. The committees represent
an attempt on the part of the Board to involve the teachers in
curriculur development. A number of committees have been estab-
Iished representing different subject areas; they bring together
teachers from both elementary and secondary schools and strengthen
their relationships. The committees discuss means of improving the
evaluation of stulent progress, examine various methods of report-
ing, imrvove *he methois of Julging experimental courses, improve

the weihols iy e¥aminin

and selecting text-too arsd other aids,
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advise in establishing guidelines for facilities and recommend
changes in matters important for the curriculum.

In many ways this programme is similar to the English subJect
agsociations and the many local subjJect groups. English teachers
are heavily involved in the development of curriculum, Thus, the
curriculum committees in York are an innovation toward greater
teacher involvement comparable with tke situation in the U.K.

THE MASTER TEACHFR PROGRAMME

The guiding philosophy of the master teacher programme is to
assist teachers in professional development in a non-threatening
manner. This is done by highly-skilled and experienced teachers,
called master teachers, thouzh they have no formal {(de jure) autho-
rity over the teachers when they assist. This is az Aeparture
from the traditional inspectorate system which was formerly the
administrative mechanism for controlling the curriculum. The fol-
lowing criteria are used in the choice of a master teacher:

a) he should be a specialist in his subject field;

b) he should be resident in York;

¢} he should be able to play a supporting role;

d) he should have a relatively Junior position (administra-
tively) so that the psychological disiance between his
role and that of the teacher is not large; and

e) he should be a practising teacher.

As a rule the teachers themselves request assistance whgn they
need the help of a master teacher, The master teacher’s functions
are mainly in the area of instructional techniques and methods
rathel than curriculum content, ‘

THE ORGANTSATIONAL DEVELOPMENT UNIT

The Director of the County Education Board became increasingly
aware thati most problems in an organisation stem from a lack of
communication among the people in various roles. Having done some
investigation he developed the idea of an "organisational develop-
ment unit" as an integral part of the organisation of a school sys-
tem. With some help from OISE a unit was established and a number
of projects have been carried out.

The major objectives of the organisation development programme
are(96):
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' To create an open, problem-solving climate throughout the
organiuntion,

7, To supplement the authority of position with the autho-
rity ot knowledge and competence,

. To tecate decision-making and prodlem-solving responsi-
bitities ns c¢lose to the [nformation gources as possible,

« To build trust among individuals and groups throughout
the organisation,

o To maximise collaborative efforts.

v, To increase throughout the staff the sense that each
rersont's contribution is important,

+ In doing one's work to focus on the real needs of a
situation rather than on "past practices".

7. To increase the ability of work groups to control and to
direct themselves.

A number of projects have been implemented with administrative
groups, teachers, businesy oftficers, secretaries, guidance person-
rel and principals, 1In the opinion of many, this programme is one
of the greatest change factors operating in York County and has so
far hal an impressive impact on the system as a whole,

=

THE PROCESS OF INNOVATION

The stuily of York County illuminates the relationship between
various innovations ani the different processes involved, The
approaches to innovation vary considerably in an organisation that
is as flexible and "problem-solving oriented” as the York County.
No formal procedures or mechanisms are actually established, except
for the planniny and research department and the organisational
unit whose main objective is fo facilitate innovations rather than
to plan and control the innovations which are introduced., Varia-
bility and flexibility therefore characterise the apprcach to all
Stages in the innovative process.

Key problems in education in York County are identified with
the help of teacher groups, parent groups, school groups and poli-
tical bodies, 1In particular, the research office in the administ-
ration plays an important part in this process., [t is set up to
design and conduct research, support committees, groups and
individuals wishing to undertake resecarch and establish exchange
and supporting relationships with universities, CISE, Department
of Bducation and other agencies, However, it plays an impocrtant

-
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part in the identification of needs and priorities based on the
problems raised in discussions.

The various proposals for projects are fed to the Division of
Planning and Development which, in co-operation with the Admini-
strative Committee, formulates a proposal. At this point different
alternatives have been discussed. The Administrative Committee,
however, still intensively reviews possible alternatives before
the adoption of a specific proposal. In the case of county-wide
innovations the Administrative Committee and the Board of Trustees
are always involved. Consensus is sought since a project will
depend on the support and enthusiasm of all concerred.

Once the innovation is adopted it is usually implemented under
the supervision of the administration, depending on the nature of
the innovation. In the case of county-wide innovations, superin-
tendents of area contact principals, who inform teachers of the
new practice. Specific field tests are sometimes arranged, espe-
cially for curriculum projects, (Obviously this is not possidtle
if the proposal involves establishing oane or two specific schools
in a county.}

There 1s no single structure for the implementation of new
practices, although the Board has been moving towarde a rationali-
sation of procedure,

Evaluation of the innovations is done informally but is con-
tinuous throughout the innovation process. 1In the case of
curriculum committees, for example, there has been little evalua-
tion, more so with the master teacher programme and the organisa-
tional development programme. Generally, the evaluation of pro-
grammes is expected to come from those most involved in them,

e.g. the classroom teacher who should benefit from the master
teacher programme.

In general, it is felt in York County that innovations should
proceed from the "bottom up"., This has been the main impact of
the reorganisation of the county and the introduction of the pro-
grammes described above.

The most interesting part of the York study is that the York
County Board has consciously promoted an atmosphere in which inno-
vation is considered desirable at all levels in the system. At
the same time, there is a strong commitment to careful planning and
participation in the process, and although evaluation has not been
done in a formal sense, most programmes have their built-in feedback
mechanisms. Another interesting feature is the selection of staff
for the purpose of improving the system. The Director here has
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playel a key role. One important ctrategy has been to give the
spocifiv divisions of the Educational Administration a key role in
innovation, 1In all cases where careful planning has been under-
taken the Roard has always made adequate financial provision for
innovation,

From the very beginning by working in accordance with the aims
and obJectives of education in the county, the Board has been open
to change and to new ideas from both within and outside its own
system,

SUMMARY ANALYSIS OF INNOVATIVE REGIONS
CONTEXTS

Each of the regional levels descrived in the case studies
represents the chief responsible educational administration between
the national level and the schools (though in the case of Wetslar
there ave also smaller units, communes, with very ‘imited mandates).

The regions differ in terms of their responsibilities. They
are part of national adminictrative systems which have delegated
more or lesa lecision-making power to the regions. The degree of
authority determines the potentiality for action, We f'nd it
therefore necescary to e¢xamine in some detail how fa> .ne différent
regicns can formulate policy, adopt new rolicies and develop and

implement innovations.

OMJECTIVES AND FUNCTIONS (Category 1°

The formulation of new polic.+s in thie field, that is,
changing the functions and obJjectives of the school system in its

broader social and economic context, is a responsibility of the
Government in all cases., This is true also in the U,X, The case
of Leicesterzhire (and Devon) shows that the new comprechensive

gchool reform was requested by the Labour Government after a rather

tong M"urogramrs iient TIcation thaso" at the rationnl level, The

O

formulation of thic policy at the gracs roots level, so to speak,

was in this case initiated by the Director of Educatioen in the
region. The region therefore had an Ilmportant role to play in the
operationalisaticn of the new objectives at the stage of policy

formuiation,
in ¥alwmé and Wetzlar the formulation of poliecy in this category
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{8 by statute the responvibility of central Government (the State
of Hesse, in the case of Wetzlar), The adoption of the policy is
secured by national (state) laws. There is no clear example in the
cage dtudy ot Yorx by which to Julge the influence of the region in
the formulation of policy reparding innovationes in this category.
In general, however, the regions of Ontario are dependent on the
Provincial laws which lay -lown the general framework.

All regions are actively engaged in the development and
imvlementation processes but they differ in their approaches and
procedures (see below),

ORGANTSATION AND ADMINISTRATION (Category 2)

All regiona are involved in some activity in this category.

In the cnse o!f Devon and Leicestershire policies are formulated in
this area, Thr Ministry has veto power, however, and also financial
power, The same 1s true in the case of York,

In the case of Malmd and Wetzlar the organisation and admini-
stration of schools 7 1nil dcwn by central regulations, In all
cases the reglions are actively engaged in the development and
implementation process (cee below).

ROLES AND ROLZ RELATIONSHIPS [Category %)

There are few innovationc in this category, only York bpeing
actively eryraged in this area, apart from some activity going on
in Malmd. The sare decision-wa¥%ing etructure is apparent as for
categery 2.

CURRICULUM {Category 4)

All regions have some activity in this category, In England
ard Wales the regions anid even the individual school have rull
authority over the curriculum {ree definition Chapter IT). As far
as evaiuation ia concerned the responsibility is partly external
to the region {e,g, universities), in terms of secondary school
examinations. With this limitation (which is obviously a powerful
steering mechanium) the schools, in co-operation with the regional
authorities, have resronsibilities for policy formulation, adoption,
develorment and implementation. The decision-making structure in
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Cntario is much the same, the region playing an active role in the
development of the curriculum. This seems to be more a matter of
practice and tradition than statute.

In Wetzlar the parents and the teachers by statute have veto
power regarding any innovation in curriculum, In Malm® this is

not the case,

All regions are actively engaged in the development and
implementation of innovations in the curriculum (see below).

As we have seen in the descriptions of the innovation pro-
cesses in the regions, the managerial groups (the Director of
Education and his education officers) differ in their relationships
to public interest groups and professional groups, These differen-
ces to some extent determine the direction and quality of the
process, particularly the jinitiation of innovation.

In Malmd the Director and his staff is the key group in the
initiation of innovation. The managerial group uses teachers and
researchers mainly as advisers in the process, and as collaborators
in the development work. The public is represented in the Board
which adopts or rejects innovations., (Their responsibilities are
again laid down by law.) Also’'in Wetzlar the managerial group has
the main i1nitiative, and teachers are used in nmuch the same way as
in Malmd. In both cases teachers are deeply involved in the pro-
cess. In Wetzlar, however, also the parents play an organised role
in the adoption of innovations.

In the cases of Leicestershire, Devon and York one can observe
a different relationship tetween the managerial group and the pro-

fesgional group. The latter seems to have more power, influencing

policy formulation, adoption and implementation more directly.

This does not mean that the managerial group has little influence,

for it is in fact clear that this group has taken t?e initiative

in all the major innovations described: ©but their relationship to

the professional group is more of a non-directive type. The public
nmainly influences deaisions through the County Council, apart of

course from numerous informal activities of local pressure groups
(see, for example, case study of Devon)*.

TYPE OF INNOVATIONS

The innovations referred to in the case studies probabdbly
reflect the state of development in education in the country in

* Particivation in decision-making will be discussed in Chapter VI,
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general. Sweden has gone through a long process of restructuring
lower secondary education and most of the innovations in Malm8 are
therefore concentrated on the teaching-learning process. Ontario
is in much the same situation, but the innovations in York reflect
a somewhat broader perspective including major innovations also in
organisation, administration and in role relationships, The U.K.
ig in the middle of a reorganisation of secondary education, and
the main area of concern has been innovations in category 1
(objectives and functions), This is true for both Leicestershire
and Devon. Some activity is going on also in relation to the cur-
riculum and to administration and organisation,

Wetzlar has not so far introduced new structures in secondary
schools, but is planning such innovations (category 1).

In all regions, of course, innovations are taking place also
in the primary school, and in adult education, The above-mentioned
innovations, however, represent the largest and the meost typieal
ones,

THE PROCESS OF INNOVATION

The process of innovation is to a large degree determined by
the relationships described above. 1% is of interest to see how
effectively cur P-R-D-D model of innovation can explain the process
as studiied in the regions. The following factors seem to be
crucial:

a) Linkage: Educational regions play, by nature, a

middle man role. Although they sometimes take leader-
ship and initiative, they are small units and have
small resources for innovation and.therefore they try
to link outside resources with internal resources,

In the cace of Malmd, contacts with the School of
Education give up-to-date knowledge about research

and innovation. In the case of York, the same is
rartly true of the contact with QISE. Leicestershire
and Devon are not formally linked to any research
institution but adopt and adapt developments from
sources such as the Nuffield Foundation, the Schools
Council and nearby university departments of education,
Wetzlar relies only marginally on outside experts but
takes note of experiments going on elsewhere in Germany
in it3 own planning. 1In 211 regions, an impressive
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e)

amount ot informaticn is gathered from conferences and
seninars und systematic reading of journals and reports.,
In all cases, new educational philosophical ideas and
development projects from outside have been one of the
most critical factors in the innovation process.
Internally every region has established links with its
schools, The relevaut sources can therefore be sunm-
marised under the headings of outside innovative
2ducators, reports and innovative preducts, teachers
and heaimasters in the region, and to a limited extent
{except for Malm8)} research,

Preblem ifdentification: Usually one of the key persons

in the regional administration has been the initiator of
innovation, When the idea is formulated and adopted,
usually teacher grouus are heavily involved in the
operationalisaticn of the idea, Except for Malm¥ and
York, where teacher groups have worked systematically on

" obJectives, the problem identification pvhase is unclear

and unsystcmatic, The "problems" are usually defined
without the use of any svstematic techniques. Rarely

1o the regions initiate innovations of a more long-term
rature,

legotiation: As seen above, the managerial group has the
main responsidility in the planning of innovations.
Usually, however, conilicts arise and careful negotiation
procezses are managed by the key education officers.,
Local interest groups, public or professional, are usually
also influential. The negotiation process can be seen

a3 a political process where different interest groups
defend their positions,

3chool-bascd Jdevelopments: Except for Maim8, and partly

York where special resources are available inside the
regiorn, the innovations are developed by the teachers,
uzually in the schools themselves (mainly in the area of
the curriculum), The managerial group normally plays a
service role in the development phase (through advisers,
research staff, information services, etc.). The develop-
ernt procese is largely dependent on teacher input,

t

4
rowaver, and even if cutside material ie often adopted or

aiaptet, teacheors themselves construct much of the material
th

in the innovations,
Evaluation: In most cases, evaluation in a formal sense
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is non-exintent. To asome extent it is developed in Malm¥
and Yorx, Until ncw there have been no serious doubts
about this from the Boards or the funding sources, One
would think that the responsible Boards would scon ask
for results, or ask whether the innovative practice is
worxing according to expectationc., There is more concern
in York and Malmd, for example, about the problem of
evaluation, but no solutions have yet teen found that are
likely to improve the situation drastically. Since prob-
lem identification and the formulation of obJjectives is
weak, evaluation consequently cannot be strong. If one
expects formal evaluation, therefore, one has to set up
a more systematic innovation process, which s¢ far has
been only partly developed in one or two of the regions,
f) Implementation and dissemination: All regions have
respor3ibility for the implementation of innovations in
their region. In fairly centralised systems (e.g. Sweden
and Hesse) dissemination of innovations to other regions
is in the hanis of the central (state) government, 1In
such a situation the central authorities can interpret
the "results" of the experiments as it suits general
rolicies: that is, they can disseminate to other regions
those innovations which fall within the framework of the
accepted obJectives. 1In some cases the regions have felt
that those innovations which have been disseminated have
not been adequately developed, and in other cases that
wmore important innovations have been overlooked.b In
fairly decentralised systems the problem is that very

little is disseminated to other regions, or is even known

outside the development group. The result is that a

number of ideas, exreriences and products are lost (see

further discussion Chapter VIII).

The above analysis denonstrates that the process of
innovation as described at the regional level has few similarities
with the P-R-D-0 model, In fact, none of the assumptions under-
1¥ing the model are valid at this level, It is not a "rational"
process, not a systematically planred and segquential process, and
frequently there are conflicts about the direction of change. In
the case of Malms the P-R-D-D model, looked uponr as an ideal,
is so far only partly adopted (for example, in curriculum innova-
tions)., We have rnot been able to differentiate clearly detween
different types of innovation and the way they are "processed",
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in general, however, the more professional involvement (in parti-
cular in curriculum innovations) the more systematic the process
and the closer to a problem-solving approach.

Going back to our definition of innovation in Chapter II, we
can ask if we are really talking about innovations or only about

change with no qualifications of objectives and results. In our
opinion, this is essentially both a matter of precision in the
formulation of objectives and a matter of validity (i.e, are the
innovations worthwhile in relation to desired obJjectives?).

The innovations started because the managerial group (in most

cases), through informal contacts, discussions, negotiations and
reading, has come to the conclusion that an initiative is necessary,
This is certainly not based on precise methods or a systematic
identification of needs. But is it adequate?

This raises the question of whether a higher level of preci-

sion is desirable or necessary, In the area of curriculum inno-

vations, commonly seen as a matter of professional Judgement, a
higher degree of precision is often necessary. Innovations have
tended to be based on rather loose optimism about reform {see
Chapter IX), and the results are often discouraging. The interest-
ing fact is that in this category only very seldom is an innova-
tive idea (with planning and seriously staged) discussed with
parents or politicians., It is left to the professionals. For
example, the necessity of "modern" mathematics is seldom questioned,
and seldom does anyone try to find out precisely what this innova-
tion will do to the children and the teaching-learning process.

The questions and doubts often come afterwards, when it is diffi-
cult to change direction,

In a series of innovations, however, it is quite clear that
the problem is not one of higher level of precision at the stages
of problem identification and policy formulation, but rather the
opposite, at least from the point of view of the managerial group.
Clarity would divide the already divided interest groups and some

sort of compromise, often secured by rather vague formulations, is
a useful tactic(97),

One would think that in the long run such tactics would not
be wise. Where clear differences of interest exist, one would
think that lack of clarity would only postpone a crisis. The
alternatives are, either a clear-cut political strategy or a much
longer planning phase, with greater involvement of all interest
groups. This would possibly bring into the open some of the unneces-
sary conflicts and hopefully clarify some issues that could form a
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basis for action (the normative-re-educative strategy).

STRATEGIES FOR INNOVATION

Systematic research and development (except for Malm$) is not
the basis for innovations at the regional level., QOther empirical-
rational strategies, however, may be used, Selection of personnel
i8 one instrument which all regions use for innovative practices,
It is used openly in Leicestershire, York and Devon {see Chapter VI).

One key element in regional strategies is the use of informa-
tion and outside experts in the process. This expertise, however,
is usually controlled by key figures in the educational adminis-
tration and tends to be used to support existing policies.

The change from the use of jingpectors whose main function is
to control classroom practices, to the use of advisers, is an
interesting change from a political-administrative strategy to an
empirical-rational and normative-re-educative strategy. We have
not been able to compare the situation in the regions, but parti-
cularly in the case of York it seems that this change is locked
upon in the region as a real innovation which has had an important
impact on the relationship between teachers and the managerial
groug, The change from inspectors to "advisers" in Leicestershire,
and to "consultants" in Malm®, has had similar effects. This
change may be looked upon more as a change towards normative-re-
educative strategies than to empirical-rational strategies, since
the obJective is to improve the proLlem-solving capability of the
schools,

Of special importance, however, is the function of the region
as a "middle man” in innovation, using linkage as a main strategy.
This is an essential part of a "knowledge-utilisation-process’,
and an empirical-rational strategy.

The regions use this function ar a basis for negotiation
between interest grours. Particularly in the formulation and
adoption phase the process can best be understood as a political

rocess, whereas the development and implementation process is more

a professional and managerial process in which empirical-rational
strategies are particularly important.
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Chapter V

INNOVATIVE SCHOOLS

The schools which were chosen for this study, Oslo Experi-
mental Gymnas, Tapiola School (Helsinki), Rédovre Experimental
School (Copenhagen), Countesthorpe College (Leicestershire) and
Thornlea Schoecl {Ontario)*) were not chosen because they have been
identified at any time with a particular innovation. The reason
for their choice was that over a number of years they had been
continuously able to improve their own practice.

The description and analysis of the process of innovation
lies at the hieart of the ecase studies of innovative schools.

This is the basis for identifying critical elements in the process,
in order to understand how a school can "learn how to learn", oOr
for establishing procedures, relationships and practices which
enable the school to learn from successes and failures. The pro-
cesses will be validated against our P-R-D-D model to see whether
different innovations can be processed according to the model,

The schools differ in terms of their objectives and functions.
These differences will be studied in terms of their importance for
innovative activities.

The internal management of the school is a matter of parti-
cular interest, and this will be described. Leadership styles and
participation in decision~making, however, will be analysed in a
separate context (Chapter VI}.

The relationships between the school and its environment also
have an effect on the process of innovation. Two aspects in par-
ticular will be considered:

1) The involvement of parents and community resources; and

2) The external constraints which form the framework for

innovative activities (administrative regulations, laws,
examinations).

*) See Annex I.
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EXPERTMENTAL GYMNAS IN OSLO (B3)

The Experimental Gymnas in Oslo has an extraordinary history -
at least from a Scandinavian point of view. 1In 1966, three young
righ-school students in the academic gymras in Oslo, dissatisfied
and frustrated by the traditional school, started a campaign to
establish what they called a "free gymnas". They sent a letter
of invitation to all students in Oslo, as well as to the Ministry
of Fducation, proclaiming the value in establishing a free gymnas
that would not te burdened with all the constraints and probdlems
which they felt a traditional school had.

Thg Norwegian upper-secondary school is divided into different
streams, the major one teing the academic stream to which atout
"5 per vent of the students belong and which awards the university
entrance certificate. The other secondary schools are different
types of voeational and technical schools, some of them also lead-
ing t¢ studies in higher education(98).

The ctudents who were protesting against the academic school
were frustrated by the traditional objectives, content and methods
of the echool. the authoritarian system, the control they felt
from teachers, from the examination system and from the role
relationship of teachers and students. They wanted to plan a
22hool with new objectives, with a democratic management where
Jtulents were involved, a schocl with modern methods and control.
Tner did not want just to estadblish a new school: their objective
was to change the entire high-school rystem in Norway. They
wanted =« school where teachers and students were treated as equals,
where students themselves, together with teachers, could shape
their Tearning situation, where every individual could decide his
learning programme, and where decisions were taken by all involved
i the school on equal terms.

lenctions to the student initiative were quite impressive.
Working groups were set up and radical teachers participated in
tre planning of thre school. Prom the start, however, there were
2bvicus differences about how they should proceed. Some felt
trat the rew school should pay more attention to human values
wrhile continuing more or less within the same framework. Others
felt trat this was impossible without a real change of power in-
gide the schonl itself The real discussion point was therefore
wrhether students themselves should have a decisive role in the
gchool. or whether they should only have a say in specific
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"student" matters, aa in other Norwegian high schools. Those who
wanted the students to be involved at an equal level went on with
their planning while some of the others left the "movement". A
formal proposal about the establishment of this school was sent to
the Ministry tut the working group had to review it several times
before they were able to convince the Ministry that the school was
a desirable experiment.

Hauge(99) in his report gives an interesting history of all
the difficulties before the school was established: in particular
he states the difficulties in getting the school adopted by the
Ministry as an ordinary school. Finally, however, the school was
given the status of a private school without the right to manage
examinations and therefore all stucents had to take examinations
as private students, a procedure whrich usually entails harder work
than for traditional students.

It is interesting to note the differences in opinion about
how innovations in a Norwegian gymnas should occur. The respon-
sible people in the Ministry and the Gymnas Advisory Council
(Gymnasradet) felt that a number of experiments which were being
planrned just at this time within the traditional gymnas offered
the best strategy for innovation and reorganisation of the gymnas
The student group, however, felt that it was impossible to change
the gymnas inside the o0ld framework. They were inspired by "free
schools" in other countries, like the Bernadotte School in Denmark
and Summerhill in Kngland.

Soon the teachers! union which for a long time had asked for
more innovation in the gymnas found that they could not partici-
pate in this particular experiment., A tough political debate
followed. The Ministry, representing a Conservative government,
declined to support the school, and as a result the community of
Oslo, which had a Labour government, chose to pay all the costs of
the echool.

The school started in poor buildings and with outdated equip-
ment, but the students and the teachers, despite this difficult
beginning, were determined to prove that their school could still
aucceed. Students were selected from all over Oslo, and the case
study shows that there were marked differences in the social back-
ground of the students, compared with those attending other
cchoois{*™:}, FEven so, students from academic homes were over-
represented (as to some extent in many other gymnas in the Oslo
region).
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Teachers from the traditional gymnas were not particularly
cager to work in the school, partly because the school was so un-
traditional, and partly because it was a basic principle of the
school that the students would have a large say in what went on.
The teachers ware anxious also because the posts were all short-
term and did not ofrer the normal security of tenure.

The stated objectives of the school are of interest(101):

Ihe objective of the Experimental Gymnasium is to gather. ex-
‘rrience which can change the present school system. fThe objective
s also to be an alternative to the existing gymnasium."

In a more detailed definition «of the school's duties it was
algo said: ‘

P

oy

[

"1, Trne activity of the achool shall be planned in such a way
that it serves the personal growth and development of the
pupils in the broadest possible way. This means:

1) extensive pupil democracy

L) respect for the rreedom of the individual and his
responsibility

¢) the introduction of elective subjects outside of the
currieculun

S+ The teacher is to be the expert and counsellor, but shall
not act authoritatively.

. Emphasis is to be placed on co-operation among the pupils
mutually, between pupil and teacher and among the teachers.

4. Experimental activities are to be engaged in as much as
poscible on groups of subjects, the integration and co-
ordination of zubjects, of classes, of sckool hours and on
the divisien into groups.

5 The experirental activity must also aim at achieving other
forms and norms for the wvaluation of knowledge in the
Tinal examinations than these now valid."

The vchool has proved to be creative. Everyone in the school

Jtreas

hil

& the importance of the school being in continuous change,
trying to achieve the best possible solutions in relation to its
obitctives. Tt is particularly important to stress that each year,
to a large extent, the new body of students in the school is in
vractice able to change the learning process inside the school.

It must be noted, however, that the school is dbliged to com-
gete with other schools in terms of the final gymnas examination
whick 1is the entrance examination to universities. To a large ex-
tent alco it has to follow the traditional curriculum since this
i3 the baglie for the final examination.
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TYPE OF INNOVATIONS

The most important innovation in the school is that concerned
with the school democracy. The General Assembly, where all students
and teachsrs are represented, i{s the decision-making body in the
schocl., This body ccontrols all activities and all decisicns are
taken on the basis of "one man, ore vote". Teachers as well as
gtudents can meet and they have equal freedom to talk and express
themselves, 'the Assembly is managed by a group of five - four
students and one teacher - who are chosen for one semester, They
take the chair at the meeting {two at each meeting) which is held
once a weeXk.

The Council is the school's executive body directly sutordi-
nate to the General Assembly. It has all the authority which tra-
ditionally the principal and the teachers! council have in a normal
school., It is composed of four students and three teachers, the
school principal ard a representative of the parents. Everyone
wheo wants to sit in at the meetings of the Council can do so. It
is closed only during discussions of personal problems.

The principal is reaporsible for tre practical management of
the school. Direction on the principal's tasks is given by the
General Assembly and the Council. He is chosen by the General
Assenbly and this position rotates among the teachers. Until now
the principals have held office for two-year periods.

The school is also engaged in other innovations such as the
integration of subjects, experiments in compuier sciences, flexible
grouping systems, the use of students a5 teacher assistants, and so
on. The most impoartant innovation, licwever - the school democracy -
¢n which the whole school is based, is the main concern of the case
study where the student-teacher evaluation of the experiment is
dealt with in detail.

TH

[

PHOCESS OF THNOVATION

The process of innovaticn in this school cannot te understood
by our P-%-D-D model. The school emerged escerntially from the de-
tate cver contrel of education and of educational innovation. To
a large extent power-occercive strategies were used on btoth sides
ard teavy political pressure was applied before a final decision
was taker. (The Minister even put a vote of confidence before
Parliament on the issue.)
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The process of continuous innovation in the school, the in-
ternal process, is very different from the P-R-D-D process and
can best be understood as a normative-re-educative approach where
full involvement of all parties concerned is in the very nature
of the activity.

t. Decisions are taken by all concerned and there is no
hierarchical structure typical of other schools.
2. Initiative for new innovations comes from anyone in the

school and arises mostly out of informal discussions.

The new student intake each year often provides the input
to these discussions but contributions also come from out-
side, particularly in the form of theoretical or philo-
sophical influences from individuals and experiments in
other countries.

3. The most typical element in the process is the openness

to innovation in that problem identification occurs in
an informal dialogue among all those involved, and free-
dom of expression is an essential element in this dia-
logue.

4. Planning of new innovations is undertaken by working

groups set up by the General Assembly and is generally
an internal process, though sometimes there is expert
assistance from external sources.

5. Evaluation in any formal sense is not intended. However,

a number of reports on the school have been issued,
usually on the initiative of either the community of
0slo, which provides the funding for the school, or re-
search bodies at the university. The evaluation which
is favoured by the school is an informal assessment of
everyone involved, both during the process and after
innovations have been carried through.

There is no formal dissemination of the results of the school.
Obviously, however, it has influenced the discussion of innovation
in other Norwegian secondary schools, and simila. schools have been
created in Gothenburg, Copenhagen and the neighbourhood of Oslo.

TAPIOLA SCHOOL, FINLAND
The case study of the Tapiola School(102) is a description

of the process of innovation in a school which originally was de~
signed for educational innovation. It is situated west of Helsinki
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i an area which was picxed  ut in 19,0 1 r advance~d ylanning at
the initiative °f six large s.ocial organisations. In this milieu
‘£ advanced scecial planning a gyvmnas{t'%?’ - r the acad-mi high

scehool leading to studies in the universities - was designed. As

isual v this rartiular type 0 och o L vtadents are oelected
ont the bagis of their academic achievements in the junior secondary
school.,  The main selection appéars after the 4th grade in the ele-~
mentary school.

The area in which the school is cituated is by no means re-
vresentative of Finiand. It consists mainly of upper-niddlz .lass
homes with a basically academic background. From the very start,
therefore, the school has had considerably greater resources than
those of most other schools in Finland. It is also a private
school - the most common type of secondary school in Finland -
where must of students! fees and other costs are burne by the State
18 13 the case for all private secondary schools.

The State, through its Ministry of Education, is responsible
tor curricu.um guidelines and control of education. The schocl is
controlled through the Ministry of Education, the National Board
vt Gchools and a regional administration.

TVPE OF INNOVATIONS

The innovations which have been developed in the school ure
mainly concentrated around curriculum developments in different
subjects, using new methods and materials. To a large extent this
has meant the creation and use of individualised learning material
and to some extent also the integration of subjects. Many of these
programmes are now widely known and used throughout Finland - es-
pecially the programme in music and art instruction. Basically,
however, the innovations bave been udapted or adopted Irom other
countries - mainly the United States, England and Scandinavian
countries. They are not, therefore, new in any sense except that
they were new tu Finland when they were selected for experiment.

STRATEGIED FOR INNOVATION

1. A Board representing the community, industry and other
interest groups outlines the general obiectives and
principles for instruction in the school. These have to
be approved by the Minister of Education,
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in an area which was picked out in 1952 for advanced planning at
the initiative of six large social organisations. In this milieu
of advanced social planning a gymnas{103) - or the academic high
school leading to studles in the universities - was designed. As
is usual for this particular type of school, students are selected
on the bagis of their academic achievements in the Jjunior secondary
school, The main selection appears after the 4th grade in the ele-
mentary school.

The area in which the school is situated is by no means re-
presentative of Finland. It consists mainly of upper-middle class
homes with a basically academic background. From the very start,
therefore, the schovl has had considerably greater resources than
those of most other schools in Finland. 1t is also a private
school -~ the most common type of secondary school in Finland -
where most of students! fees and other costs are borne by the State
as i8 the case for all private secondary schools.

The State, through its Ministry of Education, is responsible
for curriculum guidelines and control of education. The school is
controlled through the Ministry of Education, the National Board
of Schools and a regional administration.

TYPE OF INNOVATIONS

The innovations which have been developed in the school are
mainly concentrated around curriculum developments in different
subjects, using new methods and materials. To a large extent this
has meant the creation and use of individualised learning material
and to some extent also the integration of subjects. Many of these
programmes are now widely kmown and used throughout Finland - es-
pecially the programme in music and art instruction. Basically,
however, the innovations have been adapted or adonteld from other
countries - mainly the United States, England and Scandinavian
countries. They are not, therefore, new in any sense except that
they were new to Finland when they were selected for experiment.

STRATEGIES FOR INNOVATION

1. A Board representing the community, industry and other
interest groups outlines the gensral objectives and
principles for instruction in the school. These have to
be approved by the Minister of Education.
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The Itvard can select the peorsonnel for their schools and

they have deliberately tried to attract 'progressive

teachers". They also appeint the headmaster, who is

generally in .charge of the daily management of the school.

‘. The BRoard gives f{inancial support to the school, most of
the expenditure being reimbursed by the State.

1. Since the Board represents a communhity which is, by its
very nature, interested in progressive social experimenis,
it provides various incentives for innovation, but these
are within a framework of the acceptable objectives as
determined by the community.

5 The process of innovation in the school is determined
mostly by the headmaster and teachers.

o The planning of innovations is done by teacher groups
elected by the teaching body.

E In most cases the ideas far prcjccts have come as a
result of extensive travel and information gained from
outside. The senior teachers and the headmaster are
very well informed about innovations going on elsewhere.

3, The climate of the school is basically favouradble to
innovations and it might be said that there is a social
pressure to "behave innovatively“.’

9. The school uses payment as an incentive to teachers for
innovative work.

10, When there are disagreements about objectives, negotia-
tion processes are used to settle the matter. The school
is run basically in a traditional, partly authoritarian
style. '

1. Trhere is no formal evaluation of innovations which are
mostly initiated by teachers, developed by teachers and
evaluated by themselves. The only form of evaluation is
the yearly state vxaminations which measure the achieve-
ment of students.

17, Disseminatior of the results of the school's work has
teen going on for a long time through production of text-
books, participation by the teachers in conferences and
seminars, and through the mass media,

THE REYDOVRE GCHOOL
Ccmpared with other Furopean countries, Denmark has so far
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been amrng those with a relatively short compulsory period of edu-
cation, covering the age range 7 - 14, At the same time, however,
there has been a strong tradition, on a non-compulsory basis, for
further school education, which is reflected by the fact that about
7Y per cent of the pupils in classes « and 9 continue on a volun-
tary basis at present. In 1973 compuleoury education will be ex-
tended to nine years for all children,

During the 195°s, as in other Scandinavian countries, interest
in experiments and innovation was quite considerable., The town
architect in Rfdovrs, a suburb of Copenhagen, put forward his idea
of establishing a "youth town" in which young pecople could te in-
structed in problems cennected with cccupations and eivies, The
idea received suppert in many circles, including the Ministry of
Education.{1.4) B®cth Sweden and lorway were heavily -ngaged in
sxperiments with nino-year compulsoery schouols, For Denmark this
locked an ideal experiment, more :r less a "laboratory" for the
vlanning <f the "youth stage” of schocling in Denmark, Several
scheels were, however, already at that time working on educatiocnal
development in classes 5,9 and 19, among others the Copenhagen
Wuniciral Experimental Echuol, Emdrupberg, and thus contributed

“to a more practical and fruitful form of instruction in the upper
classes, )

After committee work and a public report a 3ill was passed in
1264 in Parliament setting cut the following objectives for a State
experimental centre(105): .

"1, To test and evaluate the priposed plans for the 8th to

10th forms.,

2. Te formulate and develop new ideas and viewpoints for
instruction in the 4th, 9th and 10th forms,

AR To give crientation and instruction within fields .utside

the rdinary curriculum of the "folkesxole! as e.g.

rarking, insurance, communications and family economy

aspects which had been developed in the "Youth Town',

7 s

4. s ac*t as a ccurse 2entre fur teachers employed in
teaching 2th, Jth and 1-th form oupile."
In orier %t~ carry -ut the first two points of the plan for the

schoovl it was decided to construct a training scheol in connection
st of the duildings in the Youth Town (cf. Point 3),

o ned with an up-to-date library, an
facilities. Curriculum plans were
drawn up t° give an wptimal chance for experimentation and teachers

wers recruited .n the vasis that they would get come reduction
{three rsurs per week ~ut ¢f 24) for inncvativ. work, as w=ll as
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a higher salary as compensation for planning meetings and the
writing of reports. ‘

Students were recruited from a larger area than usual, cover-
ing most of suburban Rfdovre. They were selected not only on in-
telligence bdbut also according to their interests, and the school

"in fact tried to establish a "normal® pupil enrolment.

There is a supervisory board which looks after the activity
in the innovative centre, which also covers the experimental school
It is composed of representatives of the workers'! and employers?
organisations, industry; commerce, parents, the scientific and
educational institutions and the Ministry of Education.

The Ministry of Education has a direct link with this par-
ticular &chool, and the principal, through the school Yoard, is
directly responsible to the Directorate in the Ministr)} concerned
with "Folkeskolen"(primary and lower-secondary schools). All plans
have to be approved by the Ministry which also finances the school
(i.e. the school is a State school).

TYPE OF TNNOVATIONS

The school is btasically involved in all types of innovation
conecerning curriculum development (Category 4). Most projects are
common to a majerity of the teachers in the school and they work
largely as a team in all projects. All projects serve the aim of
investigating possible alternatives in the framework of the cen-
trally desigred curriculum plans, and therefore they are concerned
w..h the content, methods and organisation of instruction which
give the individual pupil the best conditions for developing his
special abilities and interests. This attention which surrounds
the participants as human beings participating in the educational
development work ~ pupils especially but also the teachers -~ is a
decisive and central aspect of the work in Rgdovre.

Examples of projects are: flexible groupings, individualised
instruction based un material developed mostly by the teachers
themselves, a rotation system which enables students to become
acquainted with all the optional subjects, inter-disciplinary
activities (particularly within the practical creative field) and
team teaching.
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THE PROCESS OF INNOVATION

In the early days of the school teacher groups were estab-
lished to analyse the objectives of the school as they might be
operationalised in different school programmes. Very soon in-
dividualisation became a key concept in the planning of the school.
The Director and educational adviser undertook several trips
abroad in order to acquaint themselves with the latest inter-
national developments.

Throughout, the staff has been a rather small group, not
more than !5 - 20, who have thus been able to work closely toge-
ther un the development of common objectives and procedures. 1In
addition, every week the Rector has regular interviews with indivi-
dual teachers during which problems of development are discussed
thoroughly. Tn the course of a school year the staff has 3 - 4
planning days. The school has on one occasion supplemented these
scattered planning days with a whole week during the holiday
period for thorough discussions of the general lines for develop-
ment.

In most cases the Rector himself takes the initiative for
new projects. He has an educational adviser who also initiates
new projects. The management group(106) (the Rector, the Principal
and an cducational adviser) meets every week to discuss policy
problems. From these conferences a number of ideas and initia-
tives are produced. All the time, however, the Rector and the
rest of the management have extensive talks with the teachers about
their ideas and only through these dialogues are new projects
accepted. The teachers consider that the initiatives and help
from the management group are an important and valuable support
in their work and welcome even more initiative froi: this particu-
lar group. {t should be emphasized that the weekly teacherst?
meetings, plus the subject group meetings, play & central role
for planning as well as co-operation concerning the instruction.

Typical of this echool is the fairly close connection with
developnents in other countries mainly by travel and meetings
abroad. Tnies has had a great impact on the direction of the
innovations. In addition, official links are established with
the Royal Danish School of Educational Studies {DSE) in Copenhagen
which alsc has its own research section.

A particular project is therefore initiated by the manage-~
ment group, approved by the teachers, discussed thoroughly in
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subject groups uver a long period and sent to the Ministry for
approval. The Ministry usually gives its approval and is also
generous with funding for innovative projects,

In most projects during this process half of the teachers
are actively involved while the rest passively give their support.
A few may withdraw from discussions but in most instances team
work is the standard pattern. Openness and frank discussion in a
friendly atmosphere is a typical aspect of the innovative climate
in the school, .

Evaluation of projects is seldom done in a formal and re~
stricted sense, Most of the projects have been "successfully
implemented" and usually the teachers, along with the management
group, evaluate the success or failure of the projects. A few
projects have not been carried through but none of these is vital
for the implementation of the main objectives of the school,
There are links with the research institute in the DSE but they
have not been utilised to any extent.

The question of the success or failure of this particular
school has to te looked at in a much broader perspective than
project success or project failure since the school as an insti-
tution is set up to prepare for the development of the nine-year
comprehensive schcol. The question should therefore be whether
the schocl has been able to prepare a basis for the nine-year
conprehersive school in Denmark, and if it has been able to dis-
seminate its results so that they may be used in other parts of
Denmark.

No formal evaluation of this sort has been done. However,
dissemination of results has been encouraged, and teachers have
participated regularly in in-service training courses for other
teachers, giving lectures and disseminating material. Further-
more, a number of contacts throughout the country have been made
by the management group as well as by individual teachers.

The outstanding feature of this school is the on-going team
workx with more or less all teachers involved in planning, develop-
ment, "evaluation" and dissemination. This team work penetrates
the whole atmosphere of the school and is probably the one factor
wr.ich explains the success of the school in improving its own
practice on a continuing basis.
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COUNTESTHORPE COLLEGE

Countesthorpe (College is one of the irnovative secondary
schools in Leicestershire{107)., The Director of Education in
leicestershire initlated a number of innovations during the 1950s
and 19€0s and in the late 19¢0s planning work on an entirely new
secondary school was started. The Leicestershire plan, as Ades-
crited in the case study of the Leicestershire region(108) gives
the background for the establishment of Countesthorpe College,
which was intended to incorporate many of the "compréhensive"
ideas of secondary education in one single project, The Countes-
thorpe College can therefore be said to have been established in
an administrative context which encouraged innovation, in an edu-
~ation authority whose director had been ﬁersonally responsible
for major educational reforms.

Tountesthorpe College is8 situated in a settlement area eight
miles south of the City centre of Leicester, with small-scale in-
dustry and with a population employed mostly in nea.by Leicester,
It includes a City centre clearance estate. The population is not
unique in any social or economic sense and is fepresentative of
the population as a whnle,

The Director of Education wanted to build a scheol which
could involve teachers and students in an entirely new relation-
ship, using individualised learning and group processes as main
instrurents in the reform of the secondary school. This type of
change had been taking place in the primary schools in England
for a long time: greater variety of instructional methods, flexi-
vility, stronger emphasis on individual learning, and more in-
struction based on small groups. Also, inter-disciplinary work
had teen encouraged and the fixed timetadble had been jsubstantially
modified, The Director felt that these kinds of changes could te
introduced also in the secondary school.

ORJECTIVES

The original objectives held by the Director were reflected
in the planning of the tuilding and the appointment of the head-
raster. He felt that Countesthorpe should e a prototype of the
xind of school necessary for children who will bte adults in the

year 2:00, He savs that he does not want to take sides, but he
does:
159
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"believe in this general kind of trend..... I mean I do be-
lieve that individual learning is 2 better thing than class
learning."{(109)

The headmaster, who was appointed from a large number of
applicants, shared the general opinions about the need for reform
of the secondary school. He went even further in his plans for a
total renewal of the teaching-learning process in the secondary

chool. In particular he was interested in a democratisation of

the decision making process as well as innovations in teaching and
learning. 1In general, the headmaster favours a position in which

the policy of the achool is decided by the staff as a whole and in
which students have as much say as possible in their own affairs.

The objectives were operationalised with the help of the
staff into different skills like communication skills, skills
related to music, craft and physical skills, creative and ex-
pressive actions, not only in the traditional crafts field but
also in applied science and in the field of athletics and sport.

TYPE OF INNOVATIONS

The school started in 1970 and so most innovations are still
teginning and rapidly evolving.{110) Three main learning situa-
tions have developed.

1. Situations in which students work by themselves using

different forms of aids;

2. Small groups of students working together;

i Seminar groups working with teachers, perhaps up to 15
children, and occasionally large teaching groups for
films or lectures.

In general, this kind of learning organisation depends
keavily on self-instructional learning materials and on the pro-
duction of specially designed group work material.

In addition t2 new methods there has been a move towards more
inter-disciplinary work in an attempt to present knowledge in a
more meaningriul way. There are four reasonably conventional sub-
lects lixe mathematics, srience, languages and physical education.
In addition there are three inter-disciplinary areas:

1Y creative and expressive words,

?) ecreative and expressive two-dimensional and three-

dimensional Arts and Crafts, and

%) the study of the individual and the group (replacing

conventional history, geography and social studies).
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In addition to serving the traditional youth group in secon-
dary schools, the 2ollege also organises adult courses in the eve-
ning classes, and also during the day. TIn both cases students
from the school work with the adults, thus utilising the facili-
ties from early morning to late evening.

lesides these ¥xinds ¢! innovaticn, however, the staff demo-~
cracy =»f the school ig in itself an important innovation, in that
the traditional role of the headmaster is radically changed to-
wards a non-directive role and where teachers in staff meetings
and specrial groups plan and manage their school.(111)

The teacher-student relationship has undergone total revo-
lution. The relationship is very open and gives the students an
atmosphere in which they can express their feelings - positive or
negative - about teachers and their learning experience. As to
te expected, *ecachers disagree somewhat about the impact of these
changes and at least some elements of the community expressed
mixed feelings. The case study(112) gives an interesting evalua-
tion so far of toth teachers' and students! initial reactions to

ot

he different types of innovation and, in particular. an analysis

sf student and teacher attitudes toward the "progressive teacher-
rupil relationship”.

The local authority has very little influence over the actual
speration of a sthool when it is first established., By careful
choice of the teachers iritially by the headmaster and later by
Staff Tommittees, the school has a staff highly motivated towards
irnovation,

3

The Enc11Qh headmaster has a strong position and can more or
less determine the ourrisulunm, the vractice in the schaol

and the appoiniment of staff. In “ountesthorpe. the headmaster
ras given away his authority to a total staff meeting, including
rnon-professional staff, which meets weekly to decide on overall
policy for the school. Tt is responsible for the policy making,
and the headmaster {who likes to be called the "Warden") looks

oY

spon himself as the chief ecutive of this poliecy beoard. The

vy

111 meetling has delegated the power to decide minor policy to

vy

s

Vi

*atarnding committees. Executive action to implement policy

X,

b
is taken by a rormal hierarchy responsitle to the full meeting.

]

evelopment work is done largely bty the teachers in a team.
Most teathers feel that the produntion of material for individua-
1 i esting but exhausting. Adoption
arnd adarvtation of material from outside scurces is encouraged
e

r possibl

iged learning situations s
a

wrerev
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Evaluation in a formal sense is not done in the school.
However, the whole process of intevaction between students and
staff gives an excellent opporiunity for informal evaluation of
the process. This is done extensively and the weekly staff meet-
ing makes an important contribution to this.

The school is widely discussed in England; the headmaster
as well as the teachers are invited to make public speeches and
have appeared or television. This is not so much a matter of dis-
seminating products as of disseminating ideas and attitudes.

THORNLEA SECONDARY SCHOOL, ONTARIO

Thornlea School is situated in the York County of the Province
of Ontario(11%) which for some years has been known for innovative
rrartices, partly due to a forward-looking Director of FRducation
supported ty the Board of Xducationr and a liveral community cli-
rmate.

Criginally, the idea of creating Thorrlea School came from
the Director of Kducation in 12€6. At that time he was Superin-
tendent of a High School Board in a part of the York County te-
rore the County was formed. The idea was to build a so-called
"resource-centred” school which could serve multiple purposes
withinr a flexible organisation. When the idea was launched tea-
“hers from the County were trought together to talk more specifi~
'‘ally about the idea., examine innovations and come up with pro-
posals outlining possidle objectives and structures for the school.
Jeven teachers were celented representing various subject areas,
primarily on thne basis of their expressed interest. A Thornlea
Study Jommitiee was formed with the purpose of investigating
similar educational innovations in other courtries and to make
recommendations atout the organisational and ~urricular aspects
2% the new Thornlea 3Secondary School.

A report was completed in August 1967 and widespread dis-
cussion teook place about the proposal, In December of the same
vear the Prin:ipal of the new school was appointed and in June 1968
the staff was hired and the school building completed.

Trhornlea is situated in a fairly densely populated area of
Tork Tounty, a middle class suburb north of the city of Toronto.
Students at the school gernerally come from the schoolt!s normal
catchment area bui any student is allowed to come to Thornlea from
cther parts of the Tounty if he provides his own transport

N
()Y
"y
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{although cnly abont 'O per cent of the students actually come
from outside the catchment area). The school population seems to
reflect a strong economic, cultural and life style split tetween
the few remaining rural and working-class families in the area
and the ever increasing number of middle class families.

ORJECTIVES

Thernlea was originally designed as a vesource-centred school.
Gradually, however, the objectives exparded bevond this into the
social and philosophical area. The Thornlea Study Cormittee gave
the following four general objectives for the students in the
school(114):

"1, to learn;

. to prepare for and to live with change;

2, te recognise. to value, and to honour the spiritual,

cultural and moral heritage of Canada and the world:

4, to develop himself as a human person."

These general objectives wevre supplemented by behavioural
objectives and operational procedures. Even these objectives were
of a rather general nature, however, and a publication from the
Thornlea Goals Committee composed of the staff was also rather
vague(115):

"1, interested in leavrning for its own sake;
T aware of themselves and sensitive of others:
. capable of developing their potential talents;
4. demonstrate skill in thinking critically and judging
soundly;
= demonstrate the skills required to pursue self-directed
learning."

4t this general level there seems to have been substantial
agreement among administrators, teachers, parents and students
about the objectives with emphasis on flexibility, freedom to
irnovate and opportunity for creativity and self-directed learning.
After three vears of experiments, however, there is a significant
rumter of staff, parents and students who are questioning whether
rermissive conditions have led to creativity and self-directed
learning. and more particularly, whether this has led to what they
perceive to te the crux of education - basic academic skills and
krowledge in terme of preparvration for further studies and the job
mar«et. An equally significant numter of staff, parents and
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eindente, wh undevcotacd relf-directed learming to mean the same

ag relf-actinlication, acrording to the needs and interests of

the individual, de not emphasize the learning of academic materials
rey e In short, despite agreement about gereral objectives there

feoa controversy over the cpveration.l interpretations and concrete

[

means 7 attaining the trond poate,

Paving nalveed the feneral obliertives of the achool, the

cave Stady descrites inmovatione in four areas: (1) organisation

for learning. () oureicular practices, (%) techrological practices
organisaticn,  Nxamples of these innovations are:

term whirth allows the schocl to offer a much

saviety of courres (three times as many as most secordary

‘v {ntariod);  the home gzroup swstem which is designed to

teodevelopment (£ a cenge of community within the student

tody, paclly sooveracting the effects of irndividual timetabling
mrd other individualistic ecmphaces in the school;  pupil autonomy,

ent in the rchool, which gives pupils a high

in ~ourse celention, and a high degree of par-
ticipation in Cefining the 4-

er and ocontent of conrses offered:

Irdeneydan

the student the chance

oo define hie own programmes within sperific courses. A medifi-
ation o this is the irndividual progress course which allows

ea~th aeadent or

t o etidents the poesitility of following =
Tonrgs ot trelr own pates  differeniial nrogress course whie
ATl tws oeat mtadent o i of ctudente the pogsidility of follow-
couiree st thelr swn rater Ad{fferential courre phases is the

Doowhioh aublfects are 2fferad fferent phases or levels
Jirfi-lty . Teaw teg-~hirg

i
“pprevciceshin ‘tearhirg is the sretem by which senior students

iver at the gehooly r~ourses
programmes and com-

ard varioue te~knologinal

ar.d rlosed cirouit television -
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THE PROUESS OF THNOVATION

The Princiral of the school sees his own role as a facilita-
tor rather than as an irnitiator of innovation. He maintains a
"low profile” in the school and he seldom uses his authority
vis-3-vis individual teachevs or groups of teachers, He defines
part of his role as a "buffer” vtetween the school and forces out-
side the school. This is usually appreciated by the teachers,
tut has the incidental effect that most information from the
school, and to the school, goes through one single verson,

The staff is selected by the Principal and the local Superin-
tendent and they have delibterately hired a range of teachers with
radical, liberal and conservative educational philosophies, The
Frircipal sees this heterogereity as an important element of his
innovation strategy. Wwithin the school he has tried to create
vonditione which allow and encourage teachers and students to
make their own decisions about the school programme. In this
sense he has played a relatively passive role in actual decision
making while attempting to te a rmediator between factions.

The formal organisatiural structure is headed by a Principal
and three Directors, a Director of student services, a Director
of adrministrative services, and a birector of instructional ser-
vices. fThe system is a relatively diffused ron-hierarchical
structure and the Principal and Tirvectors form a management tean
that cc-operates continuously,

Thorrlea also has an Advisory Council hased on voluntary
attendance where parents, students and teachers can meet and
diecuss school policy. The Council has tended to be a forum for
discussion rather than & policy making btody. In addition, there
is ar Instructional Policy ommittec which is the advisory board
3¢ the Director of Instructional Jervices. This is looked upon
as an important body where students also participate.

The Director of Tnstructional Services is one of the mwain
sources of information atout irnovations outside the school. He
is also ¥nowledgeadle atout ourrent theory and rew ideas in edu-
cation. A ﬂajor'aspect of his role is to introduce new ideas
into the schosl and get relevant people involved in innecvative
activities. He also helps tearchers to evaluate and restructure
their orogramnmes.,

The initiative for new innovations has come from different

1]

ources: from the Thormlea Jtudy report icsued tefore the school

ERIC

Aruitoxt provided by Eic:



[E

O

was estublished; thvough the Instructional Policy Committee, the
Thornlea Advisory “ouncil and through more informal meetings.
Seldom is there a single creator; the ideas rather develop from
an Interaction among individuals.

Very often toth students and teachers form small groups who
initiate and develop a particular idea and win the critical
support needed to establish a new programme. This is the pattern
in most irmovations created to date in the school. Curricular
changes, however, are usually considered in a general discussion
since they tend to affect the whole school.

4n important element {n the process in Thornlea is the open-
negs among staff and between staff and students. Some think that
it was better in the first years when the staff was smaller and
when the excitement of new experiments was higher.

Tue to the heterogeneity of the staff, there tends to be
some lack of commurication between +he conventional and radical
groups., ¥Fven if the Jack of communication among staff is some-
times perceived as a serious prodblem, the staff at Thornlea have
shown a willingress to self-reflection that is unusual and there
are sigrs of a dialogue beginning tetween opposing groups.
Farthermore, despite the barriers of communication, teachers at
Trorrlea Xnow more about other staff members and what they are
doing than is the case in most other secondary schools in Ontario.

¥valuation of the innovations is not done in a strict sense
in most of the projects. In some projects there have been re-
search studies carried out bty outside institutions largely tecause
Trornlea has attracted much interest in Cntario as an experimental
school. 3Studies are conducted, for example, by OISE - in parti-
smlar through *the Organisational Development Project(116).

¥ajor innovations are evaluated at least in a subjective way,
mostly by the teacher who is responsible for the innovation. 1In
tte last year there has been more concern about evaluation perhaps
cecaucge sore of the parents have begun to feel that ecademic
achievement is one of the most important objectives of the school.
4 more general concern about evaluation is now evident and it is
related more systematically to the objectives of the school. In
general, however, most of the evaluation is donrne through discussion
and criticism by the staff ar ! t*~ students.

There is no formal dist: - ation of the innovations to other
s>hools., As noted adbove., however, the Principal plays a key role
ir. this process, and a great deal of information about the school
is widespread at least in the FProvince of Ontario.
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SUMMARY ANATYSTS OF TNNOVATIVE SCHOOLS
CONTEXT

The Thornlea and Tapinla schcols are situated in middle class
Jr upper-niddie 2lags environments., Oslo Experimental Gymnas
recruits students from the whole city of Oslo but with some over-
representatice af students with parente from an academic bvack-
ground. <{ountesthorpe and Rfdovre recruit students with parents
representative of the population as a whole. '

Thormlea, Tapiola and Countesthorpe were all created in
local environnents favourable to innovation. Rgdovre was created
by State initiative, with substantial popular support. Oslo
Yxperimental Gymhas was created in a conflict situation with
etrong positive and negative feelings towards i1t, A1l schools,
except Oolo, recelve adequate resources and the buildings are
usually better equipped than traditional schools:; 0slo has very
limited rhysical resources. Tapiola was created by a locai group,
Thornlea and "ountesthorpe by the regional anthority and Rfdovre
ty the State. 0Oslo Experimental Gymnas was created by a group of
frugirated students from different parts of Oslo.

All schools are administratively subordinate to the regional
ducational administration (except Kfdovre which is directly
responsible to the State Board of Education), 411 the schools
are externally governed and tound by the same regulations (e.g.
examinations) as other schools., They differ considerably, however,
with respect to their autonory, particularly in the arca of the
rurriculun, where Tountesthorpe and Thornlea have grea* freedon,
kfdovre some freedom, and Tapiola and Oslo Experimental Gymnae
very 1ittle freedom to innovate without detailed approval by the
Jtate (see below). In all cases, except Oslo, the schools rereive
additional payment for innovative projects from their funding
SourCes,

The schocls avre 211 gecondary schools but they differ in the
age-span they cover:

e 14 1% 16 17 19
ige: i t At i
Cslo ) t 1
T icla I

lapicl } ]l
Rfdovre N —

| " . over next * years
tountesthorre 3 4 + 4
Tnornlean L 1

* Will ched the 11-14 uge group nfter four years.

O

ERIC

Aruitoxt provided by Eic:



[E

O

RIC

JRIECTIVED

The creators of the schools stipulated certain objectives
rar their development. Generally speaking, there were two dif-
Terent intentions:

b to create a school for the future, mainly a resource-
centred school, using new technology, individualised
learning, flexible methods and modern facilities,
Counteethorpe, Thornlea, Tapiola and Rfdovre fall into
this category.
to create an "anti-school" - a school where the student-
teacher relationship and decision-making process were to
bve changed primavily and therety to create a school
where all types of innovations could flourish. This
was definitely the case of the 0Oslo Experimental Gymnas,
very much a part of Countesthorpe and to a lesser extent
of Thoinlea.

~2
—

TYPE CF TINNOVATTION

The innovaticns going on in the schocls are mostly innova-
tions ‘n our category ¢ (curriculun) though thev include =zlso
innevations in organisation and administration \uategorv 2) and
ir new roles and role relationships (category *). Some innova-
“ions which we nave 7zlled inrovations in "scheool-community rela-
tions”, could have been inrovations in our category 1 (objectives
and functions). 1In all cases, however, they are treated as new
approaches in curriculum. The following diagram presents a sum-
mary for the purpose of comparing the activities in the schools,

As can be seen, priorities in inncvation differ considerably

(3]

-

m school to schcol. Cne area, however, is typical of all

schocls, i.e. irdividualised instriction. This, however, has
iifferent meanings from school to school. In Countesthiorpe and

Thornlea it is understood as a radical departure from traditional
instruction, the teacher playing a very different role; R¢fdovre
also {s moving in this direction but the teacher's role is still
very much the sarme as previosusly {in his relationship to his
studerts). Tapiola seems to favour independent study tut with
teachers ve*taining more or less their traditioral vole.

The term "individualised instruction”" has quite different
reanings rarging from a concept of giving every individual student

,

-
o
i
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Type of Vountes-

Innovation Dl thorpe Thorntea kddovre Tapiola
1. MNew deci- Main Main Some

sfon

naking

(cat.?)

'« Teacher~ Main Main Come
student

relation-

ship

(cat.?)

4, Tndiwi- “ome Main One main Cne main Some
dualised ) area area
instruc-
tion
(cat. )

a

4, TFlexible Some ne nain Cne main One main Sore
g1 oUp area area area
(cat.d)

%, School- Zone Some Some
community
relaticrs
{cat.s)

-~
L 77
(o}
e}
D

v Subject- “ore Ore main Main
tased arvesn area
inno-

vation

{cat.q)

a* iz owr. sreed and in his own
£

i
earmning

where only th
all studertes f me ourri-
The more radical projects seem, so far, to face major prot-
lems. ‘Practical protlems like timetabling, production of material,
service, and control of progress are day-to-day ~oncerns.
"Over half the teachers {55 per cent) at Countesthorpe are
diseatisfed with the cperation of individualised learning at
+he school.,  Oigrnificantly the evidence cuggests that it is
1 e expevierced teachers who ave less satisfied
:is respert than the vourng teathers, and that male tea-~
~hers are less satiefied than female teachers. Hources of
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dissatisraction fall into two categories: doubts about the
ability of and npportunity for the teachers to prepare
adequatz material, and Jdoubts about the effectiveness of the
matevial prepared, particularly in its usefulness to moti-
vate the children., Gver and over again the starf give in-
licatisne that there ave problems of preparing the work
sheets sv vital for individualised learning."(117)

Mure funldamental probvlems are probably reactions from parents
(2.0 O untesthorpe) who favour more conventional teaching which
is casier to aontrol and where results are more easily identified.

"Many parsnts have alrcady cxpressed their anxieties that the

scheol might net meet their expectations with respect to both
instructi-n in subjects and social advancement."(11&)

In few cases, except in Countesthsrpe and Malm#(419), has an
analysie been made f individualised instructicn as it relates %o
the total range of school .bjectives. Is it possible, for example,
at the came time to stimmlate individual differences and reach an

vjectiv. lim: "oducaticnal cquality”? Pernbaum makes the follow-

ing commentss
"There is a real pessibility theretfore, that through parental
Hr £ue: in sceial class the wmain feous ror sxperiment and

irunsvatien in the long run may be the nen-achieving woerking-
2lacs pupils,"{129)

W telisve that a schoel system with a traditien of uniformity
v rerardine teachers and stndents) neads incentives in the
Hirection »f individualised in:tructicn. Tut there is a need for

a2 caregful analysis of what c¢ne understands by the term, and how

it velates tr other -bjectives. This is seldum done. The argu-
ment of sime parents (40 per cent) in Tapiola School illustrates

ne important iimensions

"Similarly, . the ztaff objective of extensive freedom of

*hedey by the purils ar used the parents' hestility. Such
cheier was believed not to be in the best interests «f the
~hildren, who, the parents argued, necd planned guidance,n

leadership and ypartiecipation in decisiovn-making
will ve lisnussed further in chapter VI.
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SeHoe MANAGEMENT

Role of School [Role of Final Responsible
Headmaster jManagement [Planagement | Fody
Oslo Little The Council JAdvisory General Assemdbly
power, (headrmaster [to (all students
subordinate| ® teachers, |General and teachers)
to General | % students, |Assembly
Assemdly ! parent)
Tapiocla Traditional| Headmaster |[Teacher Headmaster
role Mnformal council
use of advisory
teacher to head-
council master
Kfdovre Traditional| Management [Advisory Headmaster
role shared! team to head-
by two (principal |master
assistants | and assis-
tants) and
informal
use of
staff
meetings
Countes- Radical Staff meet-|Advisory In reality staff
thorpe change - ing (volun-[but in meeting, for-
Chief tary partiei{reality mally headmaster
Executive cipation of|decision
students*) Imaking
body
Thormlea Nor- Management | Advisory Frincipal - in
directive teanm and out in reality shared
advisory reality with Management
bodies decision Team
making
body

in the inve
the sonol.
(sl xperi
studsnts ar=

it is

O
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that there are differcnces

~f students and parents in the maragement of
students ars very ruch part <f the management in

Algns in Cruntesthorpe and Thornlea

oo invelved in the maragerent theugh they
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play a somewhat more "advisory" function. In Rgdovre the students
are younger than in the other schools, and the si{ituation i{s there-
fore probably not quite comparable. In Tapiola there is 1little
student {nvolvement in the management of the school {1971).

Parents play a small role {n the management of the schools.
They are, however, in different ways influencing school policy.
Thetr function will be discussed in the next chapter.

PECCELS OF TNNOVATION

The initiation of innovative projects inside the schools is
essentially similar in Tapiola and Rfdovre. TIn these cases the
readmaster plays an important role, while working closely with
the whole staff and groups of the staff. In Thownlea the
Trstructional Toliey vommittee is parti ularly influential, to-
gether with staff meetings, inforrmal groups and special task
forees.  In Celo and vartly in Jountesth.rpe initiative comes
mainly O Sormal groups of students and teachers and the

cetes up ad hoeo working parties for plannirg.

uereral A
sperness seems tu te a key factor in thre innovative process
iv all exheools, Jrerneoss means, In this framework, uperness to-
wards the ocuteide world and operness towards discussion and «riti-
igm ‘reide the gcheool. T ore way or cther, all the schools
with tre outside world - Thorrlea,

rational ard international

- vilar travel and contact

¢;  and in 2fdovre and Jountesthorpe through

e from outside. @Uslo has the least contact

sutside world, tut is influenced ty individual educators
experiments in other rountries.

Are the inncva .ong irvented by the schools - either bt
teacters, students. or heads? The answer deper:ds on what cne
means by invention. If one defines it as something original which
hat never teen thought of ov dore Yefore, few, if any, of the
innovations were invented by the scheols themselves.

Are the irmovations only the adoption of experierces from
1f ore rmeans an automatic copying of ideas, prac-
tices or products, none of the innovations is of this kind. The

ations otserved are not irnvented in the stri:t sense, nor
qre they adopted. They are developed by the =chool.

Pernbaun gives the following assessment of the sitnation at
puntesthorpe{177):

O
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"Tn many respesta therefore, both in terms of the earlier
experience of the staff and the wideapread use of centrally
produced pre-packaged material, many of the plans at
tountesthorpe are made possidle as the result of the inno-
vation that has aliready happered in schools in the past few
vears, Nevertheless, since .ountesthorpe takes these plans
very much farther, and exlsting materials are not as yet
sufficlent for their operation, it is a vital part of the
staff's task at "ountesthorpe to produce new materials."

As all cases illustrate, no idea, practice or product is
automatically applicable in the schools. ¥ducation is a process
where an understanding of complex cocial interaction processes,
human needs, administrative constraints and the readiness of the
total "school culture"” are essential before an innovation can
even get cstarted. ©ne might say that real inventions in cducation
start when an idea is transformed into educational practice.

We are here dealing with a crucial issue in the whole debate
between the "grass roots approach” and the P-R-D-D approach. The
last, as exemplified by the RBS strategy favours the production cf
"ready-to-use” products. Tndividual differences {in pupils} are
"taken care 2f" in the development of the teaching-learning system.

But is the idea of "user-proof" products viable in education®
¥e telieve - and we feel that our data from all the innovative
s2hool studies prove this point - that the readiness of the "school
eulture " (the readirees of the community, the managerial group,
teacrers and students) is more essential than the product, and
that these conditions (at least so ©av) are not taken into account
in the produrtion of teaching-learning systems,

"oes this mean that every innovation has to be developed in
the schools? We telieve that the data show that this approach
raises other problewrs, and that the important lesson to draw is
that b.th these apprcaches can be utilised, provided that they
follow a careful analysis of objectives, types of innovation and
the "s2hool ~ulture" (see Chapter VIITI).

Evaluation is not done in any formal sense in the schools,
exrepr for some outside rerfearch projects which were not initiated
in the s~hools themselves (0slo and Thornlea). There is no sys-
tematic use of resgearch or evaluation methods. All evaluation is
done in a subjertive and informal way.
ses this method of evaluation mean that evaluation is treated

ately? In our opinion this depends on what the purpose of

O
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(D] svaluation tfor the purpose of dissemination

It the purpose is to develep a product for general dis-
semination, one would ask for a sort of evaluation which
would enable teachers and students who have not them-
srlves been invelved in the development work to use the
preduct. One would probably define certain objectives
which the product should meet under certain defined con-
ditions (costs and adaptability)(123). This is the way

a nunber of "teaching-learming svstems" are developed
and evaluated. We have raised guestions with the assump-
tions underlying this approach,

—

tvaluation as a bagis for learning
If the innovation primarily is developed for "internal
use™, cther oriteria would be appropriate for the eva-

tnation process. The purpose would be to manage the
process of development in such a way that everycne in-

volved would learn from their successes and failures,
g0 that they ave adle to improve their practices.
Ir. some cases formal evaluation procedures may be necessary.
It ie certainly more important that more precise statements of

stiertires should bte made in ruch a way that everyone concerned
rar. identify when, where ard how the process failed to develop
arcording to intentions. Fhis sort of evaluation also depends on
interperzsnal relationships, leadership and openness (see above).

Dissemination is not seer as an important part of the process.

a7hools have not established any systematic links with other
>a1s They are. however, well ¥nown in their own country,
artly through the wuse 0of mass media and to sorme extent by dis-
seminatior. »f products (Tapiola).

Or.e should not, however, underestimate the importance of
staff prometicns as a strategy for dissemination which in fact

ate in all cases, Virtanen{124) ccmments »n this point and
resseg the dmportance of the mebility ~f well-¥nown Tyk-teachers

wne often get apprintronts as headrmasters in other schools.

We have argued that a number »f interesting ideas, expericnces
and products are lost in the educaticnal system, particularly in
higrly desentralised systems, due to the lack of efficient dis-
semiration procedures.

A1l case s*udies from the regicns and the schuols illustrate

Lot}

that %iszssmination of innovations is net a central concern, If

174
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neoabttempte Loy

situation, hewever, 1% is by ne means
cagy b find oa satictact vy coladil n,

Sneoway o is v catadbligh

L

cry of an "intormaticn banx",

T aesunptli onowould by that

more information to

innovate, Teie Dooprobatly fvue, vt oimoeet eanes, ag 11lae-

tratod abeve, infermation, |ivags coare elven threugh

irdividials, Moye ippertant, dhoretore, than "information gystema®

m

alons are networks o oxrepimental individuals (and perhaps a net-
work o institations®,

Tho reacon for *his ig prodably that innovationg in education

reguire leadership o > ¥ind (soe Chapter VI). Leaders are

G

net ~nly "oolling fdeas’, tut are at the rame time a guaraniee -f
quality transferr-1 to the "followers" by the trust which iz a

the> patrern o information-gsathering in the
Innovative sodioodo studies, in all cases (perhaps cxcept for Cslo)
a leader (usnally the headmaster) has =stabliched a netwerk of
nati-ral andt intrrmati-nal contacts.

In all txe seherl stwdi

1o ®ed wpen ag the moest important factor in the precess

th: "elimate" in the scheel is
of inno-
vaticn., It has beon diffisult to #et a cliar understanding of
what *his ractor lg, Later «n we will 4iscuss leadership and
rarriciration in decision making zs important elements of

"alirate',

A prrovlen =-lving caracity is protably in all ecases an ilmpor-

tve  This capacity hes ~penncoss towards

vrecondition., Olsen gives the following

togohsrg weleome the co-sperative caontext

cve is completely Aifferent from
. Materials, onee preoparced, are made

>

techuiqus develeoped Tor the teaching »F

suregelly -npleyed by the Mathomatics
aft., oSush 20~ peration 1o vrogarid ag important in main-
staff., Zertainly, it is an

new 2ontext in whisch many

with urmisgal ~enditicns «=f sorvice

anlt salavy, “meertainty  ver thedir authnoarity and now werk

serential, fevalrorent of studcnt nanage-
montodn Ah in this way:

N

.
s
- n
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"tho o pelaticnship between the Council and the General
Assembly is developed through a process characterised by
vitual trust,t

The ability tc operaticnalise ideas thrcough active involve-
ment of teachers and stuwdents its another eolement, In all schools
eroblems are discusscd ard innovations are developed through ac-
tive co-oprration ameng teachers and in scome cases between teachers
and students (Csle, Countesthorpe, and partly Rfdovre and Thornlea).

More systematic planning is alse mentioned as an important
~lement in an innovative schoeol, and az essential for the "climate"
{(tapicla, Rfdevre, Thornleal,

The innevrative "elimate" does not take conseonsus about objec-
tives r means for grantod, Conflicts, however, are regarded
differently in the ¢oncnls.  Usually conflicts are resslved by
negotiatlon, oTten with the head playing an important role
(Tfapi-la. Bft.vre). In cther cases conflicts are left tro open
rnfrontati n o btetween interest greoups, dbut consensus is looked
iven as hiehly desirable (Osle, Qountesthorpe). In other cases
wWheore 2onflicts are net resclved, 1t iz accepted that some teachers

withdraw Trom oa particular profect  and allew other teachers to go
nowith their activitiee {Thornlea). mportant in all schonls,
Yowever, 8 an (penness regarding discussions of objectives and
cans,  .nflicta are not locked uprn primarly as threats but as

2 ratural clemont in inncvative practices.

TO TINCVATE VERSTS TYPE OF THNOVATION

There is on elear relatirnohis betweon the frecdonm which

~ach seoncool har oo innevats and the type of innovation which goes
nodn the 2ok 1 oand whioh ther define as tneir task, All =chools,

¢ither by external constrainte (regulations

ry ars

r oxaminati-ns), bty finarcial censtraints or by internal

arci
natrainte {(phil >pny or grour clinate), The schoels are there-

I re net cenparabls in o the new of devoloping the same inncovations

1% rather in the songe of

selutirms t2 preblems in
~xternal or internal crnstraints.,

The cormunity oxpectatic-ns are provadbly one of the most im-
cortant constraints up-n the schrsls, Tapicla, Thornlea and

unteathorps are either created by the cormmunity cor clesely
attached 1~ it, There are signs that the cormunity. after having

-

=

o
>

stimulatad ~vations in educaticonal technology, flexidble group-

inga, »to., ie novw asxzing for Yresulte", which very often means

“7E
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traditional output meagures. Rédovre, on the other hand, is more
removed from the community and is also serving younger children
going on to upper-secondary schools and not to universities, 1In
the case of 0slo, both parents and students, from the bYeginning,
wer2 aware of the constraints of the examinations and decided
veluntarily te create a situation which could possibly have a
negative etffect on results in traditional academic terms.

The socio-econcemic background of the students has not been
analyned carefully. We have observed that in the case of
Thornlea and Tapiola, schcols in a typical middle-class environ-
ment, parents originally were prnsitive towards innovations, but
nave later on become concerned about academic standards., At
Countesthorpe with a socic-economic environment representative
for the population as a whole, it is the middle-class parents who
have bern mont concerned with academic success, .

We cannot, of course, indicate that this is a typical reac-
tion from parents regardless of social class. We do not know,
for example, which parents in each school have expressed their
viewa. The studies do not give a detailed enough picture on this
point.

However, this raises the prodblem of a schcol's freedom to
inneovate. We find that the schools do not differ significantly
in this respect. One would be inclined to suggest the hypothesis
that the fewer the "external" administrative constraints, the
more relative freedem a school would have, This cannot be read
from the case studies, and in any case we believe that it is open
to questicn,-

This hypothesis depends on the degree of autonomy of the
administrative constraints. Are they only administrative "ob-
stacles" or regulations that are real reflections of norms of

society? External examinations can be taken as an example of
this problem.

External examinations are often looked upon as one of the
major barriers in innovation in education. If it is true that
examinations merely represent an unnecessary mechanism of control
imposed upon the scheol, a new form of evaluation would be a
strong instrument to facilitate inncvations,

In all cases the teachers in the schools consider external
oxaminations as mere barriers to innovaticn: Hauge(127) comments:

"The exaron artium is often brought cut by the members of the

Experimental Gymnasium as a factor that is an obstacle to a

realisation of the school's goals, The examination-oriented
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activities are given priority at the cost of the other values
which the school wishes to promote. The infermation organ,
"On School Democracy', claims that the form which the examen
artium has is a major stumbling block for an actual demo-
sratising of the school (2, p.3). But it is true for the
Experimental Gymnasium, as it is for other gymnasiums, that
the examination form exerts a directly inhibiting influence
on the development in the school (2, p.,10). It is apparent
that this opinion is very widespread at the Experimental
Gymnasium."
[f examinations, however, represent more than a procedure,
if they are a reflection of gxpectations in society, a description
of the way one wants to see the schools behave, they are more than
Just "varriers" to be overcome. If one tries, the examinations
may disappear; the expectations, however, will not. They will
appear at some time in another form, for example through parents!
expectations, demanding academic results.

Schnols have never been "free' in the sense of having freedom
to determine their own function. Most schocls have some freedom
to determine their practices as long as these are not inconsistent
with the function of the school.

Administrative regulations, in centralised cr in decentral-
ised systems., are scmetimes relics of an educativnal system which
is n2 longer functional. But it is a misunderstanding to think
that a decrease in administrative "constraints" necessarily
increases the schocl's capacity to innovate. A careful analsis
of the function which each regulation plays in relaticn to expec-
tations in sceiety is necessary if one wants to give the individual
schonl more freedom. Unless this is done before "constraints" are
romsved the expectations may well materialise eventually in a form
which is more problematic for the school than former constraints.
This argument does not mean of course that innovations in the
field of evaluation are not necessary and desirable, but rather
that the situation is far mere complicated than usually admitted.

Examinations have been used deliberately as a instrument in
the process of innovation. The work of the Schools Council, NCIE
and NBE illustrates both the difficulties and the possibilities.
Innovations in examinations have probably more immediate and
direct influence cn the school's work than any other innovations
in curriculum. Since innovations in examinations always have to
be defined very procisely because they determine the output of the
learning process, it is difficult to get agreement on major changes.
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Te some extent examinations clarify the value conflicts involved

in curriculum and bring theso value conflicts cut into the vpen.
There is a great deal o< vested interest in the curriculum and
those interssts emerge clearly in open discussions about inno-
vations in examinaticns. Cne weuld assume from the case studicee
that one of the major strategies for innovations in curriculum
would be a deliberate attempt to olarify the value conflicts

and contradictery geals in rurriculum by using analysis of examina-
tions as the major strategy,

The implications of these considerations raise considerable
doubt about the concept of autonomy of the school in the process of
pelicy formatien and even policy adoption, even in the field of
currizulum {our category 4). We see, however, an important
function for the individual school in the developmont of innova-
tiems and alse in the implementation process. But in neither of
these cases 15 the school autonomous, The tunctions of the school,
related to different types of innovation and different stages in
the process, will be analysed in a broader context in Chapter VIII,
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Chayter VI
THE INDIVIDUAL AND THE PROCESS OF INNOVATION

"The ability on a continuous basis to improve practices” was
a working definition of an innovative school (see Chapter I). These
"practices" have direct impact on the working life of a large part
of those belonging to the syctem {not only teachers and administ-
rators, but also students). The perspective in this chapter is
to lookx at educational innovation from the individualtls point of
view, inside or outside the educational system., To what extent
car ke influence, varticipate in and learn from the process of
slucatior 1 innovation? What is the effect if individuals and
Froups of indiviiuals outside the "establishment" (managerial group
ani rrofessional groups) participate in the process?
In our opinion educational innovation is no longer a supple-
nentury etivity reserved for particular interest groups (such as
resrnr Lo, wiministrators or teachers), or piecemeal activities

ouoon in wiile, tut rather a continuous renewal process which
Lttt 0 otny whole educatioral systenm and which, of course,
ol : in the entire coclal system and in 1{ts turn has

1Y titd 18 80 - and we belleve that the educational systems
stui;»: v onoving in this lirection - educational innovaticn is no

Cutse o oanoctivity reserve?l for the fow (and imposed upon the many),

Lus sty which affects everyone inside the system, as well
2R : . cutside the cystem (the rarents, the taxpayer, the

Patlent maduritsm, etol),

itk chapter we will be concerned with the participation of
IR .r.5ide the syotem, €.g. teachers, <tudents and parents,
Wee a0ty the process of innovation is an important opportu-
oty o Tearsing, possitly the most important opportunity for
etucatrional systen. We will concider how far the

v the individual with a real learning situation, and

T oes it owxtent inlividual needs and potentials are taxen inte
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If tearhers, stulents and parents (representing interest
grougs in the community) were to participate in decision making
(policy formulation and ajoption) and in development work, what
effect would this have on the direction of innovation and the vro-

cesg of innovation? (task No. %, Chapter TI, page 56). The par-

ticipation of individual teachers, students and parents, the so-
called "grass roots" level, is an objective of recent reform efforts
in reveral countries. Seometimes participation of thesce individuals
{and groups of indi+ iduals) has been proposed ag an "anti-
technocratic” or "anti-bureaucratic” instrument. In this chapter

we are concerned with the possible effects such participation may
have, in relation te cur four categories of innovation,

Individual roles in an organisation are regulated by written
and unwritten codes. Thus, the rol= of a teacher is affected by
eXxpectations, incentives and recruitment and promotion patterns,

The «ffeets of different policies in this area on the process of
innovation have been a matter of special interest (task No. 4,
Chagter 11, -age 55).

As we have already mentioned. key individuals - frustrated but
creative stulents in one case, or a skilful Director of Education
in another - have played significant roles in the creation, develon-
ment ant implementation of innovations, We have called this functio:

a _leadershiv function, and we shall consider how far the success

of certain innovations can be traced to this function, and if pos-
sible analyse th- effects of different styles of leadership
{task Jo. i, Chacvter 1T, page 56).

PARTICIFATION IN THE PROCESS OF INNOVATION

From the early 1950s when university teachers expressed dis-
satistaction with the curriculum in schools (particularly in the U.S
anl started a whole series of curriculum development projects, the
question of tencher participation in developments has been acute.

A number of stuiies points out that the effect of these developments
ras been that the changes are more a superficial reshuffling of
sriorities and activities than real change(128).

Crie probable reason for this is that there was little unider-
staniing initiaily of the teacher's contribution to the process,

The ‘nitiative for irmovations came primarily from sources outside
ard in wmany cades new material was imrosed upon schools

a
ittle attontion to the uniqueness of the school orgnniaation
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or to the Jocial wurg puychological problems involved in change,

The cage stuites show quite clearly that this trend has
changed over the last few years. In fact, teacher participation
13 now taken for granted in almost all the countries studied and
we shall cee bow this problem is tackled and how it influences the
direction and the » 'ccess of innovation, In the Schools Councilts
objectives it 13 said quite clearly that ecach school shall have

"the fulleut possible measure of responsibility for its own

worx, with {to own curriculum and teaching methods baseld

n the needs of 1tc own pupils and evolved by its own
staff,oee.M(177)

As previously stated the involvement of teachers in decisinn-
making 15 Jtrovger in England than in any of the other ccuntries
stulled, Recently, this power of the teachers has been defended
by Geofrroy aaton, one of the former Joint Secretaries of the

) v in a gpecch lie refers to three "encemies" of

, the lethargic;  seocond, the complacent; and

"The ‘iTigiotes or the technoerats, They have worked out
Just what the needs of the nation are in trained manpower
ror 1283, and they rnow that ..... rroearch has proved
that you oan teacn an infant Boolwan algebra by the time

ke s fthree yoars old..,.. The most important thing for

e
,

them 13 to set a few renrily clever people to worx compiling

smines anl worx caris that canmot be fouled up by the
teachers who crerate them.  Even if they /o not ¢go to that
sxtreme the one thing thoy cannot stand 1o chaos., So let

things be 1 2o that vomeboldy can sit at the centre

that everybody in education does what
over irndividuals and no one is worthy

1
be given that kindt of cveranll raston

oni-
eviding for all of us alter-

fyrra Gt o
Ways oI Ll

stonting to ohange, From these we ciun

that will cutt our own personal style and
voothe intercats of the pupils who are in our care",

Trhe corceyuernce of thip seems to bo that power should be dis-

trituts-i to 1o omany profaescional stalf ae voszible, It does not
imely tnat ower Snoull be given Lo non-protfegsionals or to other
1 corcerrned with wiucaticnnl develiopment tut that

e ccpeentrated on these who have a profesciont] nte-

e teachoro.s Thia view-point 15 reflected in the

Q .
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ativne It odo more obearty stated by another former Joint
tary o the Schuoi. 141
TP new b Which tenchers think i ocedid! by the
oo ot oo enthys ot D devotoa o st own asenidngtly
D A Pt et w et cooine, cUst oo and

st tarty. Pt whiiohn tenchors miuEe the i owny,
s the other hand, qUickly putu cut strong veots amnd

equatly quickiy flouriches in a variety of ways which go

wizl. beyond their originators' counception,

promote o Jdense of relevance...... amongat serving

|y
PR IR R SN

teazhersd requires:

- that any experimentul word chould be cuarried out with
regular teachers in ovdinary teachers! centres; other-
wooe eveilibiiity 1o lost:
- that experirent shouldl otart wheve the teachers row are
rnothelr thinxling rathey thun wheve we wmight hope that
Loy shoul t bes
- thnt oo omagor oiaim 18 pade or oany oxpericent ahead
of nimer  thae mod all secale {lea which i3 limited
in tne Juration woTK, required is more likely to
ateract sunport teachers than what 15 large,
el eus o and dimd
Thisoatatoment gposs all o the way to meet the teacnere on thelr
Swiogreln i, to gl tin full oresponeitility for olassvoon decisions
LDOTO 0oAung wothout Lressure (nothe divection teachers want to
0 :
The same situation - although not so clearly expressed - emerge

in Ortario, particularly in the study of the York

County. othig rave also, the fecentralicat./crn of lon‘ﬂxon—makl.ﬂ
wag the =ffect of glving more pows2r tc the proressionals - the local
roTeasiornala. To understand the ereation cof the curriculum com-
mittees in York one gheuld note that the najor concern was to foster
sroregcionalisation among teachers. In the process of Jdeveloping
rrofeosionatication teaciers have yained powar and control of cur-
riculun development ane thus have been able to take imporiant Jdeci-
siens atout the iirectiorn ant the scopu ot changes in forw. They
are Yeprodented o in o ovariety of meittees and are theretfors pres-
vonaitie Lo oevery wspet irnovnt wiich
they th Gove s Initiated nowevery in
Cronvil nnt o ulang Jor tenchor involvemsnt nuve not rroduzed
Yhe ieciret U0 coewn, o Yaey, din the study ! the curricuium

O
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uther tharn teachers in development work (parents) but with very
little cuccess, Alow, in the Tapiola Schuol - a typical profes-
sional-oriented school -~ teuchers in subject groups carry the main
resporgibility (apart trom the headmaster) for the developments

In the cage of the Oslo Experimental Gymnas and the Countesthorpe
College, participation in Jlecision-making is more u question of
sharing responsibility with students and parents than of increased
vrofessional power,

In all regions decivion-making about innovations is heavily
dependent on the teaching profession, although in the case of
Lzicestershire und Devonshire they play a secondary role after
regional politics have had their effect., This is true also for the
Wetzlape region,  In these three cases, however, we have been con-
cernel mainly with the coumprehensive school proposals which in all
caces, both national and regional, are treated as political prob-
terme, particularly since questions of school structure are closely
relztel to those or equality of educational opportunity. In York
and Malmid teachers play a significant role in all stages of the pro-
cess, sharing responsibility in HMalmd with the administrators and
the researchers, and in York with the County Administration., 1In
the central institutions.we have geen that the Schools Council
poltiey is vased on teacher participation. This is partly true also
for 0I3%, particularly in their field work. 1In other areas of
activity, however, the internal professional groups (Acadenic
Council) ceem to play the professional role in decision-making and
have o far had a conservative influence on the work of the insti-
tution. In the ¢ther central institutions there is less teacher
involvezent.
rrobably the best example of the

The strategy of the KBS is

Gprosite aprroach to the 3chools Council, In his case study,

Cveiew is saying(174):

"Lut the new curriculum makers worxed from a totally

different assumption: - that individual differences were

within a stanlard range so that a curriculum could be

tuilt anywhere to auit a1l or part of that range, Which
to say that thne differences among school districts were

trrolevant; only the diffarences among chilldren mattered

iculum construntion, And if that were true, i} wau

ording millions of sdollary, using the finest

for regearch, field test and develop-
srente curricula that ocould be used in thousanlis

¢t wehuol flctricts, rather than spend hundreds of dollars
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using tcachers to make curricula to be used in one school

district",

This doe3a not necessarily mean that teachers are mistrusted
but only that other professionals are considered efficient for the
Jobt to be-done, Aloo, .f cource, it reflects a gpecific interpreta-
tion of the role of research and developmernt in educatiocn, 1In the
practical work of RRS, teachers are involved far less than in other
institutions, The staftr of RES {s composed largely of scholary of
ditferent acalemic professions relevant to the development task,

In the NBE in Sweden the situation is somewhat different, As
we have seen, when regearch work is narrowly defined there is
little or no teacher involvement, either in planning or in develop-
ment or dissemination of the work. In the development departments

of URY, however, a number of teachers are involved in subdbject
groups alony with other professiosmal groups, though their tasks
are olearly Jefined by the NBE, One interesting roint, however,
ts that two thiwrds of the staff of NBE itself are practitioners
themselves working in the UBE only for a Iew years before returning
to their Jobs in schools.  Although Sweden is an exatple of a
highly centralised country it is clear that there is a substantial
involvement of all professionals in planning, mainly because a
teacher certitficate i3 a prerequisite for promotion to an admini-
strative post, such as schocel principal, iirection of schools or
corsul tant,

Also in tne NZIE in Norway teachers have been involved to o
largs degree in the lecision-making and development of innovatioas,
A Srecific policy of giving incentives. to teachers (see below) has,
however, produced a siie effect which is worthwhile noting in this
connection, Jince Norway uses teachers for all types of innovative
worx the teachsr unions in recont years have been very much involved
‘nonegotiations about the level of funding for individual teachers
in particulezy projects.  In two cacses teacher unions have declared
a voyoott sirnce they could not agree to the payment suggested by
the Miniotry, There is a danger lhat the teacher uniong, thercfore,
are . using teacher varticipation as a ccontrol mechanism for {mnova-
tion, thousn not a3 yet openly as a mechanism to stop certain inno-
vations wnich are undesir&ble frem the uniona! point of view, (In
fzact the unlon kas carefully tried to differentiate belween working
sorslitions on the cre nand ani type anl objectives of the project
st the other).

So far (%t is dirficult to draw general conclusions on how

inpovaticen i3 afTected by teacher participation, We have already

—
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caer, bhoct thee cohogle o where there [s teaher control of innovations

.

have o« tend o ovoncentrate on innovations in Category 4 (cur-

ricuium) whiech usuallv lo not threaten the role and status of the

4t precent derined) and is far less loaded politically

330 ctructure et sedmindictration, Innovations
top conrerred with rciiceal charges in role

vodations Srorole betaviour or in the management of the inno-

vations, or with the strusture of the achool.

From the stulies of the ventral institutions there seems to
Lo a olear indication that the Schools Council in particular (and
muybe NOIE) where teacher involvement is substantial, tend to con-
cerntrate on relatively traditional curriculws changes,

Many studiey of innovation sturt with the assumption that
greater involvement of teachers in innovations automatically pro-
ures Leteer reoults and fastor diosemiration of these results.,
Thoere oo oovidence (nothe cuse studies to support this assumption,
A ratter o values and not a quality
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that it {s a necesgary and corveet neasure for all purposes - in
rarticular, it the purticipution of the tesacher profession means
in practice the suppression of others, auch as stulents or parents,

Seme reantions reperted in the case studies show that teachers "fail”

1 . B

riclen-makine e, Féiovee, 0clo, Tarpiolsa,

o

to [rvelve ravents in
Counteothory

"really not inteves

.t

2).  The reastion Trom the teqobore io that parents are
n tet”,  The same rea~tion {0 gbvious in come
rases where the administrators try to invelve teachers in lecision-
making (e.g, York). In both cases 1% mav not te u question of
interest btut of the pousibility of Influsreing ‘the Jdecision-naning
rrocessd.  Farente muy foel fthar the profescionale are running the
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in regional and notional committees is a trend in all the countries
studied. In New Jersey(136) this has already had an impact, at
least on the attitudes of students, teachers and parents, In
Norway students for a long time have been represented on national
education committees.

We believe, however, that these forms of representation do
not mean that students are actively involved in policy formulation
and adoption. Knowing that teachers in many cases feel that they
have no say in policy formulation and adoption - and they have
built up impressive organisations to represent their views - one
should not be surprised that students have the same feeling.

An interesting observation of student reactions in a school
which has not so far involved the students in decision-making, is
reported in the case study of Tapiola School(137):

"The pupils generally accept the aims and oblectives of

the teachers. 1t was very noticeable that those pupils

who had experienced other secondary schools emphasized

the great differences between Tyk and the other schools."

"Amongst the older pupils the objectives claimed by the

senior administrators of the school were treated in a

somewhat derisory manner. As one argued, "Tyk is an

experimental school only because the leading men in

the school want to swell with pride in the company of

their influential friends". Generally these pupils

argued, in common with current radical student opinion,

that the only objective of the whole Finnish school

system is to produce manpower and to maintain and

continue the existing Finnish soclety. As far as they

were concerned Tyk differs from other Finnish schools

‘only in that there are more machines and materials to

help the pupils and teachers, and that the teachers may

be a little more efficient than elsewhere. These

senior students insisted, however, that this did not

really alter the nature of the obJectives held by those

in authority. Any differences between Tyk and other

parts of the Finnish educational system were, to them,

guantitative rather than qualitative. They even claimed

to be unimpressed by the reforms in pedagogy, claiming

that these were only basic in two subjects - music and

bioclogy."

O
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This feeling, we believe, 1is not exceptional, though there
are conslderable differences among the schools studied. Although
a few students in the Oslo Experimental Gymnas express similar
views, the large majority of students feel that the innovations
concern them, that they can influence the process, and that the
innovations have significance for them(138).

DEVELOPMENT AND IMPLEMENTATION

As we have seen above the actual development work is treated
as a professional question, and to a large extent is delegated to
teachers. Although students play a part since they usually are
the "objects", they seldom play a significant role as partners in
the development or implementation process (except in Oslc
Experimental Gymnas),

Parents participate in different ways in the policy formula-
tion and adoption process. The overall impression, however, is
that parents are brought into the process by the managerial group
to help adopt policies already initiated and decided by the
managerial and :h. professional group.

Are parents interested in school policies, and what are they
interested in? An investigation by Virtanen in the Tapiola School
shows({139):

"From the results it can be argued that about 50 per cent

accepted the obJjectives set out by the senior memter: of

the school, and slightly less than that proportion

believed that the objectives had been striven for.

The parents, however, did indicate that they had a

different order of priorities from that of the leading

teachers and administratoers. Thus, the majority of

parents suggested that more emphasis should be placed

upon academic study with the objective of obtaining

university entrance for their children."

In all cases, however, it has been difficult for the schools
to involve parents in the formulation of school policy.  The
situation in Rgdovre seems to be typical{140):

"Teachers in the school frequently talk of "pupil-

teacher-parent triangle", and discuss methods by

which the relationships might be strengthened. They
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peint cut that parents "support our efforts", and that
"they will come when asked to". On the other hand,

it is important to recognise that the dialogue between
the school and the parents is characterized by the
initiative coming from the school and the teachers.,

One teacher noted, "1t is hardly possible for the
parents to give a general criticism of the school.
Their participation in the projects of the school is
insignificant","

The Thornlea study concludes{(141}):

"Parents seem more utilitarian oriented {e.g. "how will
my kid do in univer:ity, or a job?" etc.). This is
interesting because the study on The Thornlea Community
Looks at Objectives for its High School found that
parents did not have this orientation to the school.
There are at least two possible explanations. First,
the earlier study was carried out in the school!s

first year of operation, Perhaps cur interviews

during its third year were at a time when parents

are more concerned about these more practical
questions, Some comments by parents did indicate

this developmental occurrence., A second possibility
is that we were more likely to uncover these responses
in depth interviews than would be the case in the
earlier questionnaire study which presented a list of
general objectives from which parents could choose".
Similar reactions are reported by Hauge(142):

"it is claimed by several students that their

parents have no understanding of the school's
activities. A certain scepticism is expressed. It

is said that their parents are mainly interested in
the pupils passing their examen artium. In spite of
the fact that approximately half of the pupils are
satisfied with their parentst! interest it may be said,
with this, that several of the students have the
impression that the school is in a position of
opposition to their parents! interests."

4s reported earlier parents have expressed similar views

about Countesthorpe. It is interesting to note that those schools

O
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with the most radical innovations in curriculum (Countesthorpe

and Thornlea) and in new role relationships (0Oslo and Countesthorpe)
find parents expressing the need for "academic results", while

the school with the most subject-oriented innovations (Tapiola)

and the closest contact with the community has few dissatisfied
parents. Virtanen reports(143):

“Similarly, the staff objective of extensive freedom

of choice by the pupils aroused the parents!

hostility. Such choice was believed not to be in’

the best interests of the children, who, the

parents argued, need planned guidance.”

One might draw the conclusion that parcnts do not necessarily
object to internal educational innovations if these do not change
the function of the school. And, as we have seen,'for most
parents the function of the school as a "sorting mechanism",

giving their children a good status in life, is still its most
important function.

The case studies of the regions give a somewhat similar
impression of the role of parents. They are sometimes formally
represented in decision-making (Wetzlar), but in most cases are
consulted only in an advisory capacity. As a group parents tend
to have a Yconservative” influence on decisions in the direction
mentioned above.

As we have seen, those at the '"grass roots level" are by
no means a homogenenus group. In a small school community the
most divergent views wculd probably be represented. What we
nave observed, howzver, is that the managerial group in
particular, but also the professional group, is the strongest
initiating group. Decentralisaton of decision-making without

changing the role o students, parents, and perhaps also the
commurniity, probably would not alter the present situation

(see Chapter VII). A stronger influence {(at the local level)

from parent groups would probably have major consequences, since
the .expectations of parents, no doubt influenced by the general
ideology ir = .iety, do not seem to favour the present educational
reform mov..ent (sse last chapter).
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INDIVIDUAL GROWTH

If we are righ - in our assumption that real innovations in
the classroom and in the larger school culiure happen only if the
individunls concerned are motivated and actively involved, it
must be importaut to 120k mere closely at those measures which
seem to increase the involvemznt of individuals. 1n Chapter V
we already analysed the "climate" and uther relevant factors in
the process. We shall now consider different incentives, recruit-
ment patterns and leadership roles,

INCENTIVES, SELECTION AND RECRUITMENT

When one analyses the case studies, one is inclined to think
that wnotivation for innovative work in schools develops by accident.
Very few educational systems - if any - have developed a well-
thought-out strategy to motivate individuals for on-going innova-
tive activities. This can probably be illustrated best at the
school level by analysing the working conditions of teachers.
in all the educational systems studied, the teacher had to perform
his ordinary routine tasks, and his traditional amount of teaching,
in addition to his innovative activities, Except for Norway,
and partly Sweden, the teachers were not paid specially for the
innovative activities, although in some cases, for example at the
Rgdovre School, the teachers had fewer hours of instruction to give
than would normally be the case, and an extra salary per month.
This is one of the few examples where there was some economic
incentive for innovative work, but this school is one which was
designated as an experimental school.

Those teachers who want to become involved in new activities
soon come up against problems. Usually they find it impossible
to do any educational development work without close co-operation
with colleagues. Traditionally timetables in schools are arranged
in a way which gives teachers few opportunities for co-operation.
Iri many cases, not only does the headmaster or the local superin-
tendent nave to supervise any new activities but also the regional
and even the central authorities have to give their permission.
Schools are not usuzlly equipped with the type of technical equip-
ment and secretarial assistance wnich is necessary for the type
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of work teachers want to undertake. Sometimes teacher development
centres and other local development centres try to help teachers.
From the case studies of Malm®, New Jersey, OISE and NCIE, we

find that the "support structures" of regional or local development
centres have provided an important incentive for teachers.

Many so-called "barriers" in innovative work are the result
of new structures and procedures which have been introduced into
a stable system designed for other conditions and other incentives.
Those who are afraid of the use of incentives argue that it is
not possible to find a sistem of incentives which is goal-directive
and which operates without unintended side effects. What is
seldom considered is that the existing system operates with very
negative incentives and constraints for those who want to improve
it. A conclusion from all the cases studied 1s that one of the
mosl important steps to be taken is to analyse the total educational
system in terms of those incentives which are offered (not only
financial incentives) for all types of personnel in the system to
see how far it reflects existing goal structures and how far it
reflects the need for innovation in the system.

Orie of the strongest incentives is delegation of responsibility
within the system. The case study o2 Oslo Experimental Gymnas
shows that delegation or responsibility to students acts as a

"major incentive for innovative activities. The same 1s true for
the delegaticn of authority to teacher subject groups, e.g. in
Malmy, Tapiola School, Rgdovre School and “he York County. In all
cases this delegation of authority has resulted in a variety of
activities which would have been unthinkable under other conditions.
Yet as we have already seen in the case of York, delegation of
responsibility alone does not solve the problem. Although t.e
projects which have been encouraged in this direction have involved
a number of teachers in innovative activities, those responsible
for these structural changes are rather disappointed by the low
level of teacher interaction. Delegation of responsibility there-
fore has t> be followed by creation of an incentive structure that
realisticaliy permits and facilitates such interaction. An incen-
tive structure may be financial, or be part of an information
structure, as, for example, in the work of the Schools Council.

We have seen that States and regions commonly use financial
incentives for innovative purposes. This has happened more on
the organisaticnal level than »n the individual level. Basically,
however, they are not different in value terms or in technical
terms., If decisions to implement certain desirable innovations

WO
o
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are taken by responsible democratic bodies at a certain level of
the educational system, it is probable that the next step would
te a careful analysis of organisational and individual incentives
which could facilitate the desired change. So far, these attempts
have been quite amateurish in the systems studied and we are
inclined to draw the conclusion that a number of the problems and
failures which have so often characterised irnovative developments
are the result of unsystematic planning of a new incentive structure
In an analysis of incentives one must take account of the
incentive structure of the wider society. The issue has to be
Seen in terms of careers, both teachers! carecers and future
students+ careers,

RECRUITMENT PRACTICES

we nave 50 far discussed the lack of systemalic strategies
in the use of incentives in the introduction of innovations in
educaticn. We shall now lookK more closely into policies for
recruiting personnel for innovative activities.,

At the school level

Although none of the schools studied can be called '"experi-
mental scl.ools" in the traditional sense (except, possibly,
Rfdovre) they have all been known for innovative activities of
one kind or another. There is no doubt that this fact in itself
i3 a ractor in the recruitment of staff. The type of person who
applies for a Job in such a school will have at least a positive
attiitude towards innovative activities. He may not be committed
to specific activities but will not hesitate to participate in
new types of activities.

Oslo Experimental Gymnas is a good example of the influence
which an irnovative reputation has on recruitment. This school
had 4 dirrficult beginning and very few teachers have been appointed
A5 permanent staff. This has affected the recruitment of personnel
Teachers who usually teéach at this level generally have found the
conditions too insecure and have not applied for the jobs. Also,
frem the outset the founders of the school defined a new type of
relatlonship between teachers and students and created a new tiype
of management which necessarily involved a radical departure from
the traditional. Consequently, teachers could not possibly apply
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for jebs in this schoul unless they were sympathetic in principle
to the ideas,

In the Rfdovre school, as in the 0slo school, although on a
less radical busis in terms of teacher-student relationships and
management patterns, the teachers feel comfortable with a certain
educational ideology which has 2 respected tradition in Danish
education and which has found expression in the composition of
the teaching staff in this particular school.

As we have seen from the case studies of Leicestershife Region
and the Countesthorpe College, the ideology of Countesthorpe was
formuluted originally by the Director of Education in the county,
In its operation, the school has been very much influenced by its
Warden. In his study of the Leicestershire Region, Brian Holmes
(144) says about the recruitment policy of the region:

"Wnat Stewart Mason and his committee tried to do is to

create conditions where teachers are encouraged to think for

themselves and then to put their ideas into pri:tice. . ,

Not surprisingly, therefore, Leicestershire teachers, being

free themselves to work out what they feel is in the

best educational interests of the children, have over

the years passed on this freedom to the children."

The Thornlea school has had a different recruitment policy
compared with the others studied. The Director of Education in
the county has not tried to recruit a homogeneous tzaching staff
to the scnocol. On the contrary he has tried to recruit teachers
with diffevent orientations towards educational developments. To
a certain degree this has polarised the staff with major consequences
for the process of innovation and it has wlso had major consequences
for the type of innovations, at least in comparison with the other
schools studied. While all the other schools tend to concentrate
on & certain type of innovative activity clearly reflected in the
objectives of the schools, Thornlea has been engaged in a variety
of activities which have relatively little in commeon,

Tne common denominator in York County is the climate for
innovation, which is reflected in the Directorts and the School
Principalts attempts to find individuals who would be open to new
ideas and expect themselves and others to be engaged in innovative
activities. This appears to have been successful in terms of
reaching the school's objectives. Thornlea is certainly a school
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open to new idens and heavily committed t» finding better answers
to oducational problems, The recruitment policy, therefore, has
had a direct influence on the type of innovations, ag well as on
the process of innovation in the school.

fn the Tapiola School the National Board of Education appoints
teachers(14%}. The local toard, however, has a considerable
influence on the Tapiola 3chool and adviges on the reeruitment of
teachers, Alco the Board has deliberately built up a teaching
staff through incentives for innovative work, and the toacher vep-
reentatives on the Board have been chosen carefully to reflect
the educational ideas of the community. Over the years, therefore,
the school has collevted a rather homogeneous staff which reflects
to a large extent the innovative ideas of the community. As we
nave seen from the stuly, the type of innovation is mainly subject-
or:anted and method-orienta2d {n the curriculum area. 7Tt is there-
fore through u combination of selection procedures anl incentives
that thoe gchool has recruited over a period of time tne type of
tencher 14 wants.

Tra stuiica show that there is a clear relationship between
techer reeruitnment patterns and type of innovations in the schools
stuiied, Different technigques have been developed to recruit
teachers for innovative practices, both formal and informal, and

noall cases this must be regarded as an important part of manage-
ment practice,

It is poesible therefore to use recruitment as an instrument
tc achieve certain innovative practices, What we have not con-
siidered, however, 1s the effect this may have on other schools,

If a few scheools are known to be "innovative” and therefor¢ recruit
tho most creative tecchers, two unintended effects may result. The
ath>r scheols could be "drained" of poscible innovative talents:
and the contrast between the conditions in the innovative schools
anl the rost would be so great that dissemination of practices to
other schoois would be difficult both because the practices were
too alvanced, ant because a peycholingical barrier might develop
between the "innovative!" and "the rest". This was exactly what
harpened to experimental scheols in some countries (e.g. Sweden and
Norway}*.

Per Dalin(146) has reported in a studly of the NCIE in Norway
that although certain schoois are heavily engaged in innovative
activities in o certain district, it may well be that a neighbouring

* For further discussion see Chapter VII,
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*o o influence the
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rather than as an initiator of innovation and policy.
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into substantive discussion of issues within the

school, but seeks to identify emerging consensus

and to facilitate its development."

"Partly because of role definition and partly because

of his perscnality the Director of Instructional

Services is undoubtedly the most influential "idea

man" in the school, Whereas the Principalt's

connections ocutside the school concern primarily

political, administrative and public relations

matters, the Director of Instructional Services is

one of the main sources of information about

innovations outside the school - innovations at other

schools, pertinent literature, current theory and

new ideas in education,"

We can conclude that leadership has played a significant role’
in the egchools, and also that the leadership styles have been very
different. We cannot, on the basis of our data, -say why this is
so, or 10 wnat extent different cultures and local environments
facilitate the conditions for different leaders to function.

Very much the same cornclusions can be drawn from the regional -
studies: the leadership function is essential, and styles of
leadership differ, Teschner{154) reports about the role of key
individuals in Malmy:

"In Malm8's case at any rate - and this is true both

of the Research Department at the School of Education

and of the Educational Development Centre - it is

correct to say that the organisational context and the

climate in which the manifold experimental initiatives

originated were and are characterised by the thinking

and inspiration of the persons wno played a vital part

in the foundation and shaping of the regionis development

institutions",

The typical "facilitator of innovation" is described by
Loubser, Spiers and Moody(155) in the York region:

"From our interviews we gained the impression that this

style of Mr. Chapman is widely recognised and

appreciated in the system. It is thought that his

ability to attract highly capable personnel to the

system derives in large part from this style, Also,

a large degree of the innovativeness that characterises

the system, as we shall see later, is credited to the
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tack tnat o aeo o Wit Lr Ll arvle of leaderchiy an

atnncyvhor ol gharad rocponaibility and veopoeot for

antonomy pevmentes tho ovpanisation',

we i find onn canmoan charactevictie in Ieadcrnnip oles {hoth
n trhe cemeole and the regicns), and ot 10 the active ceaveh for
inforwatisn and Zuowle relevant to the innovatlive activities,
The Deveon ~ondyi oo} rororte how one «ducntiorn of ficer detfines his
lob:

"Searching for interesting educational deveiopments

wherever they can be found in print and circulating

such findings to appropriate employees of the authority.

Thus a wide search netwcrk has been established to

retrieve from print ideas of relevance to educational

cnhange',

Leaders of educational innovation as studied in our schools
and reglons seem to have access to information and use it syste-
matically in the process. Since infermation i{s not a neutral
phenomenon, those individuzls who control information have a power-
ful position, even if they are looked upon as "non-directive", or
“democratic", We do not have comparable data about the way infor=-
natior is gathered and used. Since we have found {Chapters IV and
V) that most innovations are adoptions of innovations from other
places the information process seems to us to be a key factor
reievant for further studies. ’

It gees without saying that the director of a central insti-
tuticn set up to develop and implement innovation by our definition
must play a leadership role. This role is often characterised by
many frustrations. Ovsiew{(157) says about RBS:

"Cursidering that RBS has had always to swim upstream

against the educational tide and that any rock in thot

river of institutionalization could have killed it, the

leader must have been, at the very least, either a very
sikill or 2 very lucky pilot",

-

™

3

¥

In the American and Canadian studies one can observe a stironger
emphasis on leadership than in the European studies., Usdan{158)

Irn: Coumissioner believes that people are more
imporiant than tables of organisation, When he
accepted the New Jersey Commissionership he wanted
someuns 1ike the Assistant Commissioner to stimulate
thinzing and to generate ideas”.

O
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Althourn the Direcror of QISE plays a somewhat non-directive
role, the leadership tfunction is diffused throughout Q0ISE and is
exercised quite erfectively at many points in the structure.

In the studies of the 3chools Council, NCIE and NBE, one
cannot s0 easily observe ihe role of lesdership. The Schools
Council in fact is run by three joint secretaries, which, accord-
ing to Nisbet(19J):

"oooee. 15 o means of limiting the authority of the

Secretariat on the grounds that the Council's strength

must come Irom participatior. or it will fail in its

declared purpose®.

Although the role of leadership is not stressed as important,

e can observe that the Director of NCIE, the Secretary General

one
of the MBE and the Director of the BRP (Bavaria) have very strong
positions in hierarchical organisations. Weinert and Simons(160)
suay about the role of the Director:

"By comparison with the other staff members, the

Director is of course able to fall back on his fuller

information, greater power to take initiatives,

argumentative skill and ability to gain acceptance

o nis own ideas coupled with the influence of his

position".

Their control of information, direct access to other influen-
tial institutions and individuals, and decision-making power
inszide their institution give the Directors a unique leadership
role.

Case studies over a short time-space do not provide adequate
data for an in-depth study of the role of leadership. A longitu-
dinal study might have given more illustrations of the effects of
continuity versus change in leadership positions over time. One
might have postulated, zs some of our data indicate, that in those
cu325 where the Directer has influenced the institution over a
ong period of time (OQISE, NCIE, BRP), or where the same political
party has been in power over a long period of time and controls
zppointments (NBE), the leadership role has had a decisive effect

on the direction of change as well as the process of change.

[
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Although the Director of QISE plays a somewhat non-directive
role, the leadership function is diffused throughout O0ISE and is
oxercised quite effectively at many points in the structure,

In the studies of the Schools Council, NCIE and NBE, one
cannot 8o easily observe the role of leadership. The Schools
Council in fact is run by three Jjoint secretaries, which, accord-
ing to Nisbet{159):

"ovises 1s a means of limiting the authority of the

Secretariat on the grounds that the Council!s strength

must come from participation or it will fail in its

declared purpose'.

Although the role of leadership is not stressed as important,
one can observe that the Director of NCIE, the Secretary General
of the NBE and the Director of the BRP (Bavaria) have very strong
positions in hierarchical organisations. Weinert and Simons(160)
say about the role of the Div ctor:

"By comparison with the other staff members, the

Director is of course able to fall back on his fuller

information, greater power to take initiatives,

argumentative skill and ability to gain acceptarnce

of his own ideas coupled with the influence of his

position"®,

Their control of information, direct access to other influen-
tial institutions and individuals, and decision-making powsr
inside their institution give the Directors a unique leadership
role. .

Case studies over a short time-space do not provide adeguate
data for an in-depth study of the role of leadership., A longitu-
dinal study might have given more illustrations of the effects of
continuity versus change in leadership positions over time. One
might have postulated, as some of our data indicate, that in those
cases where the Director has influenced the institution over a
long period of time (OISE, NCIE, BRP), or where the same political
party has been in power over a long period of time and controls
appointments (NBE), the leadership role has had a decisive effect
on the direction of change as well as the process of change.
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Chapter VIT

ALTERNATIVE ROLES OF REOKARCH IN KDUCATIONAL INNOVATION

Educational research and development are in most countries
a relatively small endeavour but are growing fast in America,
ranada and most West Suropean countries. although the rate of
expansion varies from country to country(tét). The process is
becoming more and more institutionalised, and in most countries
inetitutions outside the universities also take responsibility
for educational research and development. This is true for the
research and development centres and the educational laboratories
in the United States established after 1965, as well as for major
innovatfon centres or regional development centres created in
Furope within the last five to ten yvears.

The growth of educational research and development has
resulted in new types of Institutions. Although the traditional
institutions, mainly in the universities, have experienced some
expansion, the major growth has been canalised to new institutions
with innovation in education as the only or main mission.

This development implies to some degree a criticism of
traditional university research. This research has often teen
criticised for being irrelevant to educational policy, and its
management has been eoriticised for poor organisational and ad-

ministrative arrangements and inadequate prcvision far information
and dissemination.

The change from university research to large-scale research
and aevelopment organisations in most countries has bLeen regarded
as a strategy to increase the relevance of research and to increase
its impact on educational practice.

Although this change in the orgauisation of research does
not necessarily imply a change in the role of research, this

revertheless has been the result, as we have seen above (Chapter
T11). In this chapter we shall try to analyse alternative roles
of research. In doing so we shall analyse and synthesise our

xnowledge about the P-R-D-D model which illustrates one important

209
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ety and later discuss other voles which emerge from
the vase stobver dpee tack Noo 5, Chkapter IT, page %4),

What are the obviectives of edurational research’ ‘The role
A0 educationyl cessarch is cbviuusly connected with ite objectives.
Liall Mde fno o veorent CERT veport save on this point(160);:

"In terms of its actual and potentinl oousequen-es,
regearch influences practically all rocietal goals,
tut in practi=ally no vcase ieg recearch the only
reang serving thove goaie. As a field of policy,
regearch has no independent goal ctructure.”

v

The nsual definition of edurational research, however, is
cerned with whether thie activity i3 an instrument of educa-
g2ale in gereral. or serves activities undertaken by

slizatiaral {neti{itutions, The problem with these definitions,
1 KSell H{de also poirts ou fg that these definitions >f educa-

tioral rewenrish are meaningless if, in fact, 2ducational policy
has ro soals of its own,

Theve is a 2lear trend in the countries studied for the ares

S8 edicarioral policy to Ye interpreted more trosdly. Tn some
ases, 21, odweational recearch instirtutions khave heen given
a wider mandate than tefore and one can foresee a radical zhift

of enmprasis from traditional pedagegis research corcepts to re-
,‘

n zociety, lHucén reports on

earning 18 a funntion
has evolved at the Tnetitute of Education at

setem of mettsds for exerting influerces
le to the specific determinants

{rn every part of soriety, which will rvecnire changing
tre norme, ideess, ekills, etc., of individials ncting
in the system” (3tudieplsn, 19€7, p. 1). "is thus con-
ceived. tre disciplire of education is looked upon as
2 general ceicence of tehavioura”™ changes. Tn ¢oncrete
terms {4 signifios that reseerah into proviems of
corial welfare, old-age care, pernology, and other

lal therapy is corsidered as belonging in part
ealn «f edurational research.”

Ls we have seen from tie care studies. nore of the institu-
ti“re studied has conceived educati.nal research in this troad con-
text. They viay, however, different research roles in relation to
educational poliecy and in this crhapter we shall te concerned with
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these different.relationships and their implications for the inro-
vation process. We shall diascuss the following roles of educa~-
tional research:

1) Research in the P-R-D-D model;

2V Poliey-~-viented reacarch:

%)  Research as "informative vriticism" {n schools.

A discussion of research roles can have different arientations.
We shall be concerned with questions related to the nature of re-
gearch (in contrast to other activities in the process of inno-
vation), to protlems related to the definition of research (who
defires it), and to questions about "target populations" {research
for whom).

1. THE PLANNING-RESEARCH=-DEVELOPMENT-AND=DIFFUSION MODRIL
{P=}=D=D model).

Tt has been one of our main tasks in this volume to ahalyse
the procers of innovation and relate our observations to the
P-i-1-D mcdel. We btegan by considering to what extent in the
innova*ions studied the underlying assumptions of the model could
actua.ly be demonstrated in practice. Only in a few cases did we
find that the proces:s is mainly a raticnal and carefully planned
one. Although all tle phases in the process are important factors
irn ary innovation studied (although severely "under-developed” in
some cases) they a2ve seldom sequential., The model also builds on
zonsensus as a bvar.s for action. One of the striking findings is
that this basic agreement is seldom achieved, and therefore
€trategies other than empirical~rational ones are used.

The model 1s based on the assumption that carefully planned,
developed and tested programmes can be disseminated throughout
the whole natién. and this implies a readiness of local schoel
districts. schools, teachers and students which is probably un-
realistic. PReso.rces are spent in the development process, while
"host readiness’, the willingness and ability of the user to "take"
the innovation. may well present a greater probvlem than the product
development itself (see discussion in Chapter VI).

In all the studies of central institutions. as well as in the
Malm8 region study, researzh plays an organised role in the najor

development projects, especially in curriculum development projects.
In the mid-'962s the vole of research in these projects was con-
rected with the evaluation phase. The resecarcher was seén as a
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resouvrce peraon who could evaluate the benefits and side effects
of a specific project. Quite soon, however, the researchers began
to play a role throughout the whole process, being invelved in all
phases from planning to evaluation and revision. 7The reason tehind
this was that the researchevs could not really rley the role of
evaluators if they were not involved in the definition of the prob-
lem. Quite often practical development projects were of such a
nature that no reasonable evaluation approach could be used without
a much more precise definition of objectives and a more precise
rianning ari development cycle,

A good example of this research role, and of the problems
involved, is to e found in the project of "Ramedial Teaching at
the Malm¥ Educational Tevelopment Centre"(164),

"The example of remedial teaching makes it clear that
evaluation must rot be interpreted -~ at any rate not
exclusively or primarily - as a well-defined and rela-
tively late phase of an innovation process. Instead,a
worxing pattern was adopted which is best described by

tre German expression 'wissenschaftliche Begieitung'
(apparently no real equivalent has so far been found

in either Swedish or English). This expression connotes
a procedure whereby a field~controlled or a more or less
politically-controlled innovation strategy is sudjected
at relatively early stages (e.g. the problem-identification
phase or the objective-revision phase) to scientific
inspection and its interim findings, without direct
rontrol of the project bteing surrendered to science or
the scievtists. In principle this is the underlying con-
cept of ‘he entire Educational Development Centru,
altrough the remedial teaching project is one of the

few concrete projects in which it has really been applied.

In fact this procedure is limited, on the one hand, by

tre willingness of the initiators and controllers to

await and have regard to scientific findings and, on

the other, by the willingness of the scientists to invest
their expert knowledge in a project controlled by others."

The researcher, as one can see, plays an expert rele in this
corntext though he is not himself in charge .of the project. The
same role is evident,with rmodifications, in most of the institu-
tions studied.
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in the Uchoolr ‘gunecil the vile of reseavch is clearly de-
fined as a tackground to develupment work. The type of investi-
gations which arve undertaken bty the research staff are therefore
wsually short-term and have a vlearly defined object. Some cof
the worx Is of arn advisory rnature, givirng advice to the Council's
cormittees on research needs, helping in proeject design and nain-
taining contact with the projects in the course ¢f their work,
and in particular helping to assess the possidilities and limita-
tions =f the projects.

This supportive role of research is defined in the 1968
veport{168):

"The Jouncil only finances educational research when it
cAan foresee a return in terms ¢f help to teachers in
devising a curriculum for the pupils with whom they are
concerned. ... Research therefore merges naturally with
‘development?. which can te defined as the rendering of
the recults of research into a form which will be of
ractical w=e to teachers

The first report in 19¢% took a wider view, i,e. that the
Council should te ready to fill research gaps, even by fundamental
research if the needs of the schools cannot be met in other ways.
Tre Iirector of Kesearch in the Uchools Council irn a recent
article(166) expresses the view that although curriculum develop-
ment has so far avoided the need to initiate large-scale research
prclerts, fundamentals cannot te ignored in the long run.

This is a point of view which is also clear from the study
of Research for Better Schools (RBS) where it is stated that
"base line'" data are needed for further development work and that
closer ties are needed between more fundamental research and
development work. Tn the EELZ, as well as in the Schools Council,
there 1s no clear distinction between research and development,
but iu both cases the development activities are the major concern.

Cnly in the last few vears has research played an important
role ir the development projects of the NJTE. In contrast to
the situation in NCIE, KBS, Malm¥ ard the Schools Council, the
1 erts In JIZE are %o a large extent controlled bty the resear-
chers thenselves {nst only "wiscenechaftliche Begleitung”). The
irstitution has many similarities to a university setting with
tre deparirments, profecssrs and other resources which are needed
far a graduate programme., 2I0E is in fact resgponsible.through a
aperial agreement, for the entire graluate programme in education

85
-
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at the ipfversalty of Topronto,  The developrent prolects therefore
are planred, develuped ard controlled ty educatioral researchersg,
As we have secen tefore, however, they are only lorsely connected
with educatioral decision-maring ov day~§3~day axhool protlens.
20 New Jersey vesecarch efrorts ave not very far developed,
althongh theve g gome research corrected with evaluation of
developrment projects., T Favaria the situation is rather different
since. as vet, developrent projerts nre rare and thevefore the
piestion has not ye
Thug with the exception of 0INE and, {n some degree, kI,
vesearech plave a supportive fmotion for development work. and
tion decoribed in Maln8 s, escentially, the situantion
ions studied., Research is increasingly playing
v vole i the planning, development and evaluation of irnovation
T e aeek as a cuppart fuanction and has authority ornly in so
tar ag it rupplies information "velevant" to irnovation ("relevance®

+ the researchers),
evelovment ic a new term in education, it has
lTory time in the educatioral history. Tt is only

W

footgnaily Aefined ty others and not
de

hcwever, trhat Jevelcpnent has teen conrerted with research
a avstematic provess,

froem vather ad hoco developrent efforts, whisch have
mrhacis {n the past in eduration, to a more systema=-

rrocers can te summarised in the following points:

4 wider ro-operaticr be*ween profescionals hac been
ed to identify protlems, desien new solutions,
up new materials, try these materials out and
te and revise the develcoprents
. Tevelopment worx is alwaye tested in real school
situations and feedback from these experiments ig the
tasis for mew creation and development,
i The developreni work in most rases tries to use more
ted and systematic planning technigues angd
techniques as a Yasis for the work.
cst rases thre development of a produzt is only
the first step in a dissemination and implermentatior
ezs in wihich cophicticated techniques are used
0 get the developments integrated in day-to-day
ol
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which aime gt wrfering Lo cohoals new and tetter techniques to
sslve their edurational protlerms, A we have seen in the case
studies, however, the model is used only in a few cases, mainly
in suarciculun devel p"en* work,

hie teiv:

; id, however, we chall 4»r to establish how far
the *tvpe of develspment work we are diccussing herve has contridbuted
to edurational developrment in general, and what benefits it has

for the innovation provess. Traditionally, development in edu-
sation has not strictly teen vennected with the planning-research-
development-and-difTusion model. 1In fact it was »n activity In

tts own right where the vreation and design of new educational
practice was the main concern and where evaluation and research
ay«d a minor vole, if any at all. It is quite nlear that major
forms like the comprelersive school reforms {n Scandinavia could
ot rave Leen carried through without large-scale development work.
The result 5f all these offorts was that new insights were gathered
abtout the leziming

"3
’_)

ategs, not =0 much tecause of the successes

of developument ng tecnuse of the failures. Tn moet work of this

xind a ty¥pioal trial and ervor process operates and it is havd to
predict the gutcome,

In this situation, however, in all the countries studied,
greater and greater V“ph<~is was 1aid upon more thorough planning
ard control of develcopment, and more sophisticated rescarch and
evaluation terhiniques were designed to do this job. The trial and
errcr method of development had many side effezts and the need for
a more systematic planning, research and evaluation cycle was

Toresgeen. The reason for this was the feeling that insight could
te gained puch faster Irn this way, and also that uncontrolled
experinentation could easily produce a Yacklash, since the pubdlic
would claim a right to control what was happening to their child-
ren.

The next important result of the develobment work has bteen
the wreation cof a capacity in the educational system to cope with
more Scphisticated demands from soctety. In the late 1950s when
it was rlear that the curriculum had to be changed thoroughly if
it wag t> cope with the needs of modern society, few educational
svstems had the r~apacity to develop new currisulum bases. ©On the

one hand, the increased amount of ¥nowledge in each discipline,
ard, c¢n the other hand, the need for new ideas to be tested in
veal school situations meant that some systemati: process of inno-
vaticon was lirely to te adopted, Theve were few institutions, if
ary. to 45 this worx and few people who had the oriertation, the

)
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motivation and the skills to do so. The situation today is diffe-
rent. In the countries studied a growing capacity can be cbserved
for this kind of work, in financial and organisational terms, and
L terms of metivated and qualified personnel. This is particular-
¥ £o at the central level, but it applies also at the regional
Yevel,

{
1

Tn the assessment of development as a new function one is
struck by the effect that this work has had on personnel develop-
ment., In all the countries studied development work has recruited
a number of talented people and the work has given these indivi-
duals a unique opportunity to create and test a number of ideas.

As this is a deliberate personnel policy, in some cases develop-
ment begins tu play an important "training" function in the edu-
cational system.

Ts Jdevelopment research or a separate type of activity?
Levelopment has been defired by John Wirt(167) as:

"the creative process of inventing new products,
systems or precedures!,

As seen in those cases where the P-R-D-D model is used,
development cannot easily be distinguished from research., Both
are creative processes, systematic, well defined operations and
directed towards the same goals.,

There are few areas in education where a clear set of limited

ertives exists., This is probably one of several reasons why
-k-T-D model {s unlikely to succeed in certain educational
problens,

Often where objectives are operationalised, only the cognitive
variables are taken into account because they are more tangible
and accessible to measurement. Therefore products are created
which reflect certain parts of the goal structure and there is a
great danger of producing side effects not directly related to the
more broadly defined educational objectives. Education differs in
this respect trom other fields like industry or agriculture or
medicine, where often one-dimensional goals reflect the existing
decision-making structure.

The model also implies that education can be treated as a
"systen" in its own right. It is unlikely that education can be
treated as a system since its boundaries are not well defined and
since its goal structure is both wide and internally contradictory.
If, therefore, education as such is not a defined system it is
rather difficult - if at all possible - to define any sub-parts of
this entity as a system.

216

RIC

Aruitoxt provided by Eic:



Any development project fellowing the P-R=-1D-D1 model must
therefore b2 based on the selection of certain objectives as prio-
rities. Obviously this selection in itself js difficult and even
then one i3 left with the question: who is in the right position
v2 make the selection of priovitiez. o far the large-scale de-
velcprent projects which use this model have tended to conrentrate
the work in relatively large organisatiors, often vonnected with
central devision-making but in some cases as independent organi-
sations (RBS or OISE). In all cases, however, one is left with
the impression - in particular'since the prolem-identification
phase {s weak in all these organisations - that a fairly small
nucleus of staff makes the decisions in launching curriculum pro-
Jects. This is a feature which was unknown only a few years ago.
Previously, either the decisions were taken on the central level
and were left broadly to be determined by the local authorities
or the schools, or they were taken by the headmasters or the
teachers in the schools themselves. The researcher, together with
the people whu are in charge of development, is therefore creating
a function which is not only a research and Jdevelopment function
as such but a rather powerful role in the educatisn decision-
making process.

A side effect of scme development work, particularly of the
earlier developments, was that the teacher was left with a somewhat
mechanical role, nc longer having responsibility for the formulaticn
or interpretaticn of objectives; 1instead he had the rather passive
role of organising the instruction in accordance with the prepacked
solutions. This applied even in the projects where the development
organisations tried to involve as many teachers as possible in the
development phase. Quite clearly, the number of teachers who were
net involved in the development process was far larger than those
who were.

It is clear from the studies that the teacher in the tradi-
tional classroom situation has generally been left with the choice
of traditional ex cathedra instruction due to lack of material
(efther for group work or individual work). New types of develop-
ment. with a variety of choices for learning situations, have
created new opportunities for more flexible instruction.

These later developments have tried to prepack a curriculum

as units into a programme with alternative contents, methods and
organisatiornal alternatives. Tn these cases a choice among these
prepacked alternatives 1is left to the teacher. Does the teacher
in this case really have a choice? That depends upon the degree
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to which the alternqtive packages are veal altemnatives, .Noreover,
it deperds on the understanding of what the teaching-learning pro-
cess is all about. TIf cne understands it as a ecreative dialogue
tetvween teacher and students and among students, certain prepacked
fesasong can limit the choifes rather thar provide altermatives.
As we observed In Jountesthorpe "ollege, cne of the main
protlems for teacthers was the lack of available material for {n-
idual instiruction, It is a oclear conclusion from this study as
well as from the "{dovre. Thornlea and Tapiola s4udies, that
teachere want material for individualised instruction, but they
il=o wanrt to have maxinmum freedom concerning its use. Interest-
ingly enough, the exanples wheve the model has teen most success-
T4l tave bteen {r subject avreas in the curriculun field where the
chie ti"os are mostly of a cogrnitive nature and relatively easy
““*"'ner ticnalise. Cther developments show that in specific aveas
wherve well-defined knrowledge and skills are desirable tre model
un te adapted successfully.

There zeems to be evidenve ercugh in the case studies to con-
~lude that readiress in terms of motivation of the users (students,
teachers, parents, adrirnictrators, cermurnity) {s clearly mcre
important than the "readinese” of the product to be used. TFrom the
studies of the central institutions une may te tempted to conclude

~vstenatic research-oriented develcpment yprocess provides
key *o improvement. The case studies of regions and schools
make it ~lear that this {s orly che aspect, and mavte not the most
important aspest of the problenm.

b

‘tace(163) havirng studied the K « D process over a lifetime.
savs in a recent pap
"y ostudies of educational research and develcprent
and ovservation of piloneering schools in the inited
States and other countries leads me to te sceptical
of the concept of a perfectly engineered and tlser-
pvwof svstem. FEven if freedom of choice is only an
s same tehavioural paychologists assert,
it i{8 an {1lusion that affects the extent to which
1 scmmit their efforts to the succese of

T a backgrourd paper for a 1.5, {ongress sub-committee Chase
Sarther 3:n3]udes(76?l:

"Let no orne imagire, however, that the vrgently needed
improvemertes in educatiorn will result simply from having
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orne type ot orpanination design and develop products for
use in schools, colleges and other r~ducational agencies.
The adaptation of educational institutions to the neceds

of our times requires both incremental and reconstructive
*hanges. These changeg cannat produce the desired effects
unless there exists within the adopting agencies a pre-
disposing set of conditions.

The success o {nrnovations is increased when:

1 A preceding anatysis by members of the adopting
agency has identifilel poorly achieved objectives, low
performance 27 ctions to which the agency is committed,
and/or newly identified needs for education which require
attention;

oL The «rfects which the adopting organisation wishes
to arhjeve have been specified as explicitly as possidle;

. the choice of a particular innovation or set of
irnsvationg has teen rade after careful examiration of
available alternatives;

4. Personnel in the adopting organisation are given
help in making the changes in their own roles and te-
haviors which are required to gain the full benefits of
innovation;

r\

D The clientele to be served, including students,
parents. and others in the community affected are in-
volved in the definition of needs and decisions as to
thy nature of the changes desired."

; POLICY-ORTIENTED RESEARCH

In those conntries studied where the central institution in
sne way o1 another is connected with the educational decision-
making structure, the role of rescarch in relation to decision-
making seems to be a major issue{170). ({3ee task No. &, Chapter II,

«PP.5€ and S57.)

In Sweden, where educatioral objectives in general are accep-
ted on the basis of definition by Yoval {Jommissions and Parliament,
regcar~h is seen essentially as a means of clarifying certain

es or of supporting certain nelicies(171). This was evident
already in the early 1750g when the experimental programme for

O
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the new comprehensive school was guided by educational rescarch.
The researchers were asked to concentrate on those practical prob-
lems that were "produced" by the new educatiuvnal reform, From the
start In Sweden educational research was looked upon as a service
function for educational pulicy., The clear implication of this
view {s that those who decide¢ educational policies sheould also
assume a role in defining the problems of educational research,
contracting out to research institutions and individual researchers
those projects which are considered essential for the implementa-
tion =f the ednucational reform. 7This does not mean, of course,
that the educational researcher is not critical of the implemen-
tation of policy (as for example in the curriculum guidelines

from NBE). The overall political and social objectives tend to

be taken for granted, however, although Parliament has stressed
the need for research whick does not take the general development
in society for granted, but questions the "trends" and helps in
the development of new policies.

The same link between educational policy and educational
research is obvious in the case of the PBavarian State Tnstitute
for Educational hesearch and Planning, On the reason for the
founding of the Institute Weinert and Simons say(172):

"I 11366, however, the Deutscher Bildungsrat (German
Fducation Council) was formed with a view to
stardardizing and reforuming the fGerman school
systemr. From then on there was a much greater need
Tor scientific eviderncs in support of regional
ideast political tacking was no longer enough."

"The task of the Institute was 'examining school
and educational policy problems at the request of
the State Ministry of Education and Culture, and,
in particular, preparing studies and plans in
2o-uperation with persons who have active practical
experience in all types of schools.'"

The Ministry of Education and Culture also uses the Institute
for short-term assistance in reaching decisions on matters which
lie outside the scope of its priorities, This work consumes up to
70 per cent of the Institute's capacity and therefore links it
even rloser to the educational decision-making hierarchy. This
2lose link with the NMinistry has led the Tnstitute not to embark
on research until it i{s fairly sure that its activities will meet
the rneeds of the political decision-making bodies.
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nany of the recearchers themselves oppose this close

tie with .3 :stional devcision-making. This ia illustrated in the
Malml :- . dy(173) where conflicts have arisen over the rela-
tioneghiy v woer educational policy and educational research.
dome v ~raoare not satisfied with tke role of finding solu-
tiyne odv-stated objectives.  They want to question the
oble v “i+ngelves and, s%ill more, the methods proposed for
attaini: woe vbjectives, This seems to happen more and nmore
aven - nrojects contracted with NEE.

'eroal azthorities in Sweden do realise the problems involved

in central control of educational development and research. In a
recent memorandum Sixten Marklund {who is director of research in
NBEY says{174):

"There are no fcorrect? interpretations, but a local,
regional or national school authority may regard
certain interpretations as better or worse for the
general interests the school has to serve ........

4 ....... necessary commitment to development pre-
supposes that the person concerned be allowed to
participate in the interpretation, testing and
evaluation. <onsequently a remedy for the aliena-
tion ~f the teachere, to which we have referred,
consists in constructive developmenf, in the testing

of new methods and materials, in appraising the
results, in the communication of such results to
others (horizontally to fellow teachers, vertically
to regional and central authorities) ...... Thus
development work Is largely the active interpretation
of the objectives of the school."

The educational practitioner thereforé, as well as the educa-
tional researcher, is invited to partizipate in the interpretation
of the educational objectives. TLibverally interpreted, this gives
a large degree of freedom to local initiative and to edurcational
researchers,

One is inrlired to think from the experience of the 1960s,
however, that~central authorities will have difficulty in speci-
fying educatioral policy in a form which takes local experience
and research results into azcount. The Malm¥ study underlines
that in the study plan of 1369, with the introduction of the
flexitle grouping system. the authorities did not take into account
tte findings of the systematic experiments. In some cases the

N
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major pblishere procecded raster with rew "teaching-lecarning-
svatems' than Jdeciratle tram oa vesearah point of view, Mo rcome
extent theretore *the central authorities found themselves faved
with a "falt arcompli”,
In tre -ace etady 2f bavaria, Welneort and Stmons aveue for
b
ai

a critical vesgearch role(! )

"ittenticon, however, has alsu teen Arawn to the fnot

that as o taei~ principle the ainm of surth o Tnetitute
should not merely Ye to shape opinions and prepare for
decisicnss it should alsc appralse cxisting decisions
*ritically and urge a review when this teems necessary

in the light of scientif{. evidence or e¢xpert knowledge.
However, doubts huave been expressed as to whether these
exprectations ran e met by an Institute which is dire-tly
dependent on the Minifstry of Education and ulture,”

This vlew ie based uporn the assumption that edurational

ralizy can be tested againgt "sclentifi- evidence” or "expert ¥now-
ledgpe”,  Ir =zome waye ihle would place the researcher in an evalua-
tive role vic-a-vis the polioy-maker, assuming that someone

shonld ﬁnd is able to ftake an "objestive” view. We have consider-
atle doubts absut the desirability and the protatility of this
voint of view, )

The situation in Nerway oan, to a large extent, te compared
with the situaticrn in Sweden and Bavaria, The N'IE is conrected
with the Ministry of Hducation. Tts budget i¢ approved by the
ister ard %o some degree the “ouncilts research priorities
upervised by the Ministry., ¢ sore extent. however, as in

- @
~

® o
m

cage of Davaria, the NUTE as the responsible development
agen>y has a vole in the critizal analyecis of effecis and side-
efferts of the inrovaticn-policy.
The situatiaorn in lMew Jersey is somewhat different. Reserrch
ig done in muech closer aesociation with the Tepartment of Education.
The distinections vetweer plannirg, research and evaluation are nrot
ariy defined - probably on purpese - and the RPH, to some extent,
is a "think tank" where innovations are created which later tecome
i

REZ, the Gchonle douncil and OISE (except for its graduate
rrogramme) ave rot diveatly conrected with educational policy.

They are all ithree established, however, ns development-oriented
crganisaticons and ottain their funds for these kinds of activities.,
Jo far their impact has been largely in the form of products
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almed at impraving educational practice in the present context.
and geldom to rafse questions abtout the educational policies
themselven,

The relationship between policy and research has been debated
over the last hundred yearg, The role of recearch has shifted
emphasis from the frec, classical, academic research tradttion
largely wnrelated to politics, to a policy-dominated research,
urged by O0ECD (among others) in the sixties, based on the assuTp-
tion that rvesearch in general is an important factor in the econc-
mic growth process, Today we arve probably seeing a shift in
emphasis ngain towards research that plays a more independent and
actively critical role {n societv(176).

Husdn{177) describes various types of educaticnal research.
The first type of research is related to educational structures
and problems concerning educational objectives and differentiation
problems. This type of research {s highly related to political
objectives. The other type of educational research focuses on the
classroom situation, concentrating on teaching/learning problems,
Husén chooses a comprorise view on the relationships between
researchers and policy-makers. The relationships should reflect
"a proper balance to establish good liaison with the policy-makers
without becoming evangelists and without scaring the other partner
into withdrawirg his support,

If research, however, is to be able to play a role which
reflects its possibilities and 1imitations, 1t has to be realistic
about [ts vwn mission. In his discussions of different perceptions
as reflected in present research, Messick(178) concludes:

"What is at issue is 1deology. It is not the implications
of research results per _se that are to be implemented

in the proposed strategies, it is the implications or
regearch as interpreted or filtered through a particular
ideclogy about the nature of man and society. Tn this
sense, research does not directly determine the aims of
educational practice or educational change, nor should

we expect it to. Tt instead cerves to refine, to
Justify. and in its finest noments to challenge direc-
ticns that are primarily ideologlcally determined.

Ite most powerful impact comes on those rare oncasions
whern it stimulates a change in the mediating conceptions,
especially when it produces a change in our conception of
the human bteing as a learnec,"

N
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Eide, ‘n his study of Kducational Research Policy(179) intro-
duces the 4‘ewm informative criticism as the proper role of research
in the educational system. By this he means that the researchers
have the responsiblility for dringing all relevant information to
the users, who may te the policy-makers, ov other user groups in
the edurational system., HhHesearch information will necessarily be
nsed to support policy, but would aiso ensure a debate about the
policy, brirging into the open all relevant information about the
issues in clear and readable form, Educatioral research, as Eide
gees i+, should have a pedagogical function in the system, helping
to foster aritical attitudes in ard outside the educational system.

‘. KESEARCH AS "INFORMATIVE CRITICISM" TN SCHOOLS

The role of vesearch, its impact and its relevance is directly
lirked with the question of whc defines it. We believe that the
analyveis above shows that researck by the nature of its relation=-
ship %~ poliecy-makers serves certain objectives and certain in-
tareats Jdefined by pulicy-making bodies. This, of course, is not
nesecsarily wrong, 1t shculd, however, have implications for thre
way reaearch findings ave used.

we are ooncerned with sirategies for innovation, ways in which
urgently needed renewal of educational practices can bde facilitated.
“an research play cther roles than those described above? There are
ir. fast very few examples of alternative roles (at least in the case
studies). We do, however, see a clear need for research at the
exhool level, defined in a dialogue with the user, done in co-
speraticn with him, and used by him with the help of the researcher.

“egearch is rot an integral part of day-to-day practice in any
=f the schools studied. 'We have seen ir. Chapter ITI that evaluation
is the weakest part of the innovation process in the schools, 1In
3me cases, nowever, research is done in specific projects -~ for
example, in Thornlea School, where a number of research studies have
teen ~arried out ty the Research Office in the Division of Planning
ard Nevelopment in the County. The same is true of the Experimental
Gymras in Oslo where a rumber of research projects have been carrie
sut. some by the Research (Office of the Education Department in Cslo.
In the case of New Jersey an education specialist with a research
furntion has teen cormected with the Model City Project where he not
:nly advises tat vemains "to live with the consequences of his
astions” - as Usdan puts it(180). :
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Except for the last example, the researoh function is really
not connected directly to the day-to-day schocl! practice but is
limited mainly to an expert role of assisting decision-makers or
directors of large-scale development projects.

The case studies illustrate that schoola cannot normally be
expected to adopt and adapt innovations disseminated from other
places, but partly at least have to work out their own solutions
to their own problems. If, then, the individual schools have %o
learn their own lesson, how can research help them”

From the analysis of the schools we conclude that research
can play the following roles directly connected with individual
schools:

1. To help identify problems, »lavrify value conflicts,
power relationships and decision-making provlems in
present practice {problem identification).

. To help identify alternative practices for the
school, together with the staff and the students
in the school (protlem solution).

3

3, To help the school to link its resources with
outside resources in the County or outside the
County (linkage).

4, To help the school to set up development projects
that can serve the purpose of a continuous learning
experience for anyone involved (development),

S To help schools evaluate these learning experiences
and to revise practice along the line (evaluation).

These suggestions indicate that researchers can play a direct
rote in individual schools - although the "research function" inust
te widely defined. This function may look like the "action-
research-approach”{18%), an increasingly popular research apprcach
also {n education. Trnere are many common aspects. The danger in
both apprcaches is that the researcher unconsciously enters into
the proress with in-bullt values and goals that he wants to pursue.’
or during the prozess {consciously or uncensniously) creates a
power-base where he advocates certain values and goals.

The active involvement of researchers in the schools {(as else-
where in the system) can only te defended as a "consultaneoy"-role
with the main objective of assisting in an on-going innovation pro-
cess by bringing research information out in the open and thereby
creating a critical attitude which penetrates the system.
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Shapter VITT
RARRIFRS AND UNTNTENDED EFFLCTS

In osur atwly =20 far we have Used a4 nunber of exanples to
Qlustrate the problems of "barriera" in olucational lnnovations,
In the case of the gchools, tor example, wo bave geoen that in
zpite of all good intentions from the teuchers and the school
alnintatration, porents and stulents at the eni do expeet the
serhoola to norform aszeording to traditional output nriteria, even
arter years of exrerienve with new educational practices, These
reactiony, at we!l ad a nunrber of others which we have reterred to,
ave in fact barriers and unintended effects in the innovation pro-

cnss,  In this chapter we will look more carefully into some more
buazic factora that might explain ceveral of the unintended effects
in the innovations stulied, We do not ncecessarily loox upon them

an unwanted effocts (see tasgk No. 2, Chapter 1T, page 57),

STARILITY AND CUANGE

dearly every book on innovation starts with a description of

cur “"rapidly changineg gocioty". 7The argument goes as tfollows:
"nanges napren all arouni us and the aschool hkas o far not been
able to alapt itself to these typres of change, Only n couple of
senerations ago the ohanged that took rluace were merely connected
with the slow nvolution of uvociety, mostly connected with the take-
over of the new generation, ow, however, the changes that uced
to taxe place over a whole generation hnppen in a few years,
Throwysn masa tommunication, modern technology and science we have
enterel a preriod of rapid growth which will continue and cven
‘nerease”,

It is undoubtedly true that a number of changes take place
tcday which would not have taken place only a few years ago. It
is also true that these ohanges happen more and more rapidly, What
ia rnot negessarily true, however, is that the type of change

O
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characterioe!l by rapid economic and technological growth will con-
tinue in the future, Rringlng up children in a climate of restless
change may be as dangerous for the new gencration as bringing them
up in a climate without the dynamics of change., One might well
arsue that the mont {mportant concern in education today is the
urbringing of cnildren whe can critivally evaluate the direction

ot change, on the grounds that much of the change we see around us
could be described ds change for the sake of change, It may well
be that a gencration which has vomewhat uncritiecally looked on
prowth as the hasis for human happiness and 1ife is not the right
veoneration to suide the coming penerations into a future which may
loox ifferent,

what we are ceoncerned abeout s the attitude of uncritically
et ingg

O

in the innovation process without a much wider considera-
tion of ity prurpozeuc and unintended 2ffects, This is not only a
rroblem in olucation but a general problem of social and techno-
loyical innevations in usociety, While uncritical use of natural
resour-es may be the major concern of our generation, uncritical
use of human reaources may well be a second maJor concern. We do
rel question the need to establish an educational syste which can
respont dynaunicnlly to present-day problems, but we do question the
need for a system which is engaged uncritically in continuous
change.

From our case stulies we have seen that stulents, teachers
and parents often have azecond thoughts about many of the innovations
which go on in the system, GSometimes these reactions reflect the
icep need for gecurity in the lives of the people who are influen-
ced divectly by the educational system, After reading the descrip-
tions of innovation we believe that there is a serious need for
stabllity in the system as much as there is a need for innovation,

How can a system reflect both the need for stability and the
need for innovation? We think that this basic problem cannot easily
be answerei in the stuly from the results of our case studies,
There are, however, certain points which have already been identi-
Tiel in this study:

1, Zine

Thanges in sccial systoimas take time, We do not believe that

this {3 necessgarily a conservative or pessimistic statement. Many

of the "parriers" which have =0 typically been exposevd in the case
e

stuiies reflect merely a need for more time rather than anything
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else,  kKut must Jdeogajon makera do not taxe this particular need

into conaideration, OUn the rontrary, many systems seem to operate

under the ideal of as many "results" ac possible in the ghortest
ossible time,

Lome of the funding princeipise, for uvxample, particularly
those stuliad in the case stuly of the KUS and New Jeroey, raise
Just this igsue, One cannot in any sense oxpect real changes in
sovial systens in half a year to one year, If the need for success
and "accountability" is so great in the system that an innovation
has no real chance to prove its pousibilities we shall very soon
create a system that will wneriticaliy, and unsystematically, try
to show "resulta” in a quite unrealivtic time span,

v« Froblem ilentification

Ac we nave already seen, the weakest part of the innovation

e

process o the luex of a systematic pioblem-identirication phase,
Innovaticns are oo often started on the initiative of creative
indivituatl.yy celdom Lo an innovation the product of a careful
seqreh fovr beitteor auswers to rroblems which are couwmonly relt,
fuch more time should probubly he spent in a dialogue with those
ceovle who are Jdirvectly conicerned in the definition of problems in
the oystem.  Seldom of course will unanimous agreement be reached
tut one night come to o conclusion that o ~ertain innovation is
worth trving and that trying really meqns trying. It does not
mean a 'falt accompli”, but a starting roint for a continuing
dialogus,

%, Learning

Any innovation procesa is a useful learning process for those
who initiate arnd develop it, The outcome of this learning process
will be qifferent from individual to individual. SHome will feel
groat gatiafaction with the outcowe oY the process, others will be
more gouptienl, and others will be indifferent. The real learning
takes place when these groups of indtividuals try to understand why
the cutcomens are different, Innovations are not "gcod" for every-
boity. Usually one finds that the benefits vary from individual to
inlividual., Only when a system underctands the real effects of itu
own practices, and in particular the effects of planned in.,vations,
will the aystem be able to establish the balance between stability
#nd change that will werve the individuals involved,
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oo stuly aitelr woere chosen to chow innovations in
sxemsury Settinegs o and oto try o to underaband the procesit of inne-

cELo, A wrintee e e ot e lertion

o lurs e that Uow s lten were chonen whers wnivest and contlicts

woerconomajer rrebm, fnoaribte o this, however, we have deen a

oo e Y o contliets existing in the organisatious
stuliod, as o well e reoulting Srom the inuovationu which have been
nilenento s A wgdor eonclucion, in fact, has been that only in
ooeonJenalud the basis for dunovation in education

are o natural consequence of conflicting values

At oyestre o dntorocty,

A danger in the types of planned innovation which we have
studied and oanslyeed Dsothat they £411 very easily into a pattern
I bectrooent i strategied that produce long-term results but do

ot resscoarily resrond to the unrest and the confliets in the
secten, Mow o it powsible, on the one hand, to manage a plannel

innovaticor nrges Sy over conie years and, on the other hani, to res-
sont Lo day-to-dny unredst ard cont'licty in the syadtem? tow can one
conkine tfive-fighting ard long-range fire provention?

There ceom to be two Aifrerent ancwers to this prodblem:
1. It 13 posaible to eensider long-term and plauned! inrovation

qe o ovranizoedl activity in 1tself, and the unrest and conflicts
nothe cxisting system as reactions that have to be dealt with as

ay=to=iny vrobis

i, that Jdo not necessarily influence the lorg-

torm innovations which are belng planned,  In such & case, the
+

tionnl ranasenent responzibilities will probably be divi-
del [noaoway that reflects Innovative responsibilities on the one
and oand o madptenance recrondibilities on the other., The graat
Cocery ool tiis colution, hewevor, ars that the fong-range inno-
vation activiticrg are created inoa covlial vicuun 1nd that the
indily adnindectrative vrobions are [solatedt from the regearch and
Jeve lorment nrovens,

solution {o to look on the unrests and conflicts

A3 main recources for problem-identification and use
thic ne dnn j e ming rocesa.  rrobably, however, this
tattorn:

levalopment will to n large degree be

rrocess tarking place in the individual

grhooll nd resionad

D) thers will be little long-range innovation planning,
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andt Lt onay take place in only a few areas where it
feo toasible te cume to agreemente on co-oriination
an't common Jevelopﬁonts.

As we have seoen trom the case stulies the countries in general
tvrma 1l lrte one of these two catesories. No country 2o far
nag been abdle 1o poneorate a syatem wh e unrest and contlicts in
the ayatem are urel in o creative wier to nodify precent practices
while at the zame time using this leorning exrerience to influence
long=range inrovation rrodecte in a pracrticnl way. There are many
reasons for this, come of an uryanisational nature, others relating
to wested intorects in different groupe (the teacher community,
the revear h community, etel,) mainly aricing out of different per-

caption of the innovation proceuss iteelfl,

PLANNED BFOLES AND CHhRATIVE ROLED

At the dntividuil level 1t Qo poosible to ocbuerve @ problem
nothe Innovntion proveds which, te gome oxtent, is parallel to
the problem doospited above ot Une dnstitutionnt level, This is
the rroblenm of Involvin: inlividwle who Tike to play a oreative
role in orrodects which &oman& a syastematio and planned vole beha-
viour. In the Thorrlen stuly, for oxaumple, this problem ig refer-
red to veveral times with the following concluaiont

Miowever (t seems thuat creativity and systematic evaluz-

tion are scomewhat incomyat:blc.thh an iteal balance

potween the two diffieult to achieve" (182 )
Thia prodblem is observed {n wany of the case studies, not

in the contral institutions where a aystemnatic and evaluated
urocess has been a major obJective. In some cus=a this problem s
"solwveai" by a apecialisation in roles, The creativity aspect is
often connected with the leadcrshiv or "change agent” role, lore
systematic behavicur i¢ achieved ty giving researchers an important
role in the whole structure of a project Trom Its vlanning throuph
to comrletion,

Uauatily, however, this contflict is not resolved., Some teach-
ers with zsreotive jldeas never get their ideas challenged or modi-
fied into viankle projects. JGonetimes thic haprens because what
they considar a burcaucratic process ls destroying their original

ie

iien sometimes 1t katpens that the personalities who show =
hlgh dugree of ereativity can seldom work in teams where systematic
proTesses are necessary.  In other cases ereative individuals are
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not rewarded tfor thelr eveativity but rather punished by a system
which favours routine work.

This contlict appears to be a basic problem which carnnot
ragily be resolved, We are agaln back to fundamental considera-
tisna of wint fthe profess of innovation ought to be,

INNOVATIONS - AWE THEY WORTH 177

The chosen definition of innovation, i.e. "a change that is
purposerully planned to achieve desirable effects related to sta-
ted obJectives" is, a¥ we have repeatedly seen, somewhat removed
from the realities. 1In fact what we have observed is that what
is called innovation is sometimes only a change unrelated to a
caretul assessment of needs and obJectives, The result is that
atter =1l very little has changed.

A carerul analysis of outcomes of different innovations will
surely illustrate that changes in organisational or behavioural
terms occur infrequently. Unfortunately, however, systematic
#valuation is seldom part of the innovation process. We do not
kriow, and most innovators do not know either, if the innovations
are really working. For many reasons innovators are probably just
as rmucn atraid of failure as anybody else. Since innovators are
seldom "good™ ror everyone it would be easy to find "failures!" in
any innovation, In spite of this, however, a remarkably high
nurber of reports conclude that the innovations have been carried
through "auccessfully". Innovative activitles are risky activities
and the following observation is made in the Thornlea case
stuay(183}):

"This is another way of saying that innovation is a risky

business and must be recognised as such. We think that

the people at Thornlea have shown this recognition. The

short history of the school has reflected an approach to

education in which ideas that sound promising are seen

as worth trying., The problems encountered along the way

are seen as a natural part of the pursuit of better ways

of doing things. We think that any innovative organi-

sation must have this ability to recognise that problems

are inevitable ard that growth can only occur by treating

problems openly and with respect as experiences to be

learnedl frem",

In the absence of hard facts about outcomes of the innovation
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process some decision-makers have used other techniques to convince
others about the successes. An interesting observation {n many

of the cases is that outside "experts" seem to have played an
important role in both the development and the implementation pro-
ceyg. Some famous elucators have been brought on %o the scene in
the planning process, delivered lectures about particular innova-
tions in other countries and convinced the people concerned about
the desirability of certain innovations.

It is even more interesting to note the use of outside experts
in the evaluation and dissemination process. In some cases inno-
vations from one country have been taken up by other _.ountries or
even pushed by international organisations, In these cases this
has been used as a compelling argument for implementation of a
proJect throughout a country. This has even been done in spite of
the fact that research data have not convincingly demonstrated the
project's readiness to be implemented. The best explanation of
this 1is probably that convincing arguments from experts with a
high reputation give the decision-maker a sense of security which
is greatly needed in a process which after all is a risk-taking
operation.

Innovations - are they worth it? This question can also be
understood in economic terms. We have not made any cost-benefit
analysis of the innovations studied. Firstly, it was not the pur-
pose of the study, and secondly we do not think that data available
in Membeyr countries are of such quality that they would allow a
proper cost-berefit analysis. Again, one would have to ask:
costs -~ in what terms? and benefits - for whom? One can probably
answer the question if one only means costs in terms of simple
expenditure per pupil related to quality of instruction in cog-
nitive terms. This, however, is a very limited measure of cost-
benefit although it may be useful in certain cases.

Most innovations are of a pure curriculum-oriented nature
where skills, knowledge and coghitive output are the major obJjec-
tives, 1In these developments, cost-benefit analyses have been
used as arguments in the proJjects. The best examples of this are
probably the two mathematics courses, i.e, IMU in Sweden and IPI
from RBS. In both cases high development costs have to be paid
off through a relatively extensive implementation phase.

In the case of IMU the intention has been, besides the main
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purvose ot irdividualising teaching in mathematics, to develop a
teaching~Llearning systenm where the total costs of instruction
should not ve higher than traditional instruction. Since the
investment in the raterial itself through development costs and
increased production coste i higher than in the traditional learn-
ing material one would have to reduce other costs {f the same
cuLcome were to be achioved at the same level of expenditure.

IMU was developued in a period of teacher shortage in wathematics
and the original idea was to save teacher costs in the proJect.
Negutive reactions from the profession have partly changed the
policy of the NBE on this point. 1In spite of this modified policy,
towever, the development costs of about US$200,000 will in narrow
economic terms be an investwment,since so far the operational costs
of ITMU in Sweden are US$200,000 less than ordinary instruction(184).

The developments of IMU in Norway have shown that with present
costs per pupil IMU can be used in Norwegian schools without
kigher total costs, It has still to be proved that the INU
teaching-learning systen produces the same or better results than
tralitional instruction. 1In purely cognitive terms this is pro-
bably Jdoubtful but @ higher degree of individual instruction and
other objectives might be convincing in an overall evaluation.

In the development of the IPI in RBS the obJective haa not
teen to. vroduce a teaching-learning system which costs the same as
traditional instruction. The opposite policy has been chosen,
i+e. that increased quality will have t0 cosi more mouey.

Ovs ew(185) says:

"Cost, from the very outset, might have been a barrier to

IPI adoption. IPI must cost more than ordinary elementary

school rrograms, for it has features which are Just not

present in most clementary schools. There is an initial
training cost for bvoth the principal and teachers. There
are some modest facilities costs, such as shelving for
materials and room for data-keeping. There are necessary
continuing costs: daily teazcher planning time of thirty
minutes, the salaries of teacher aides at the rate of one
per each ninety pupils, and a materials cost of anywhere
from thre: to five times the ordinary costs. RBS has
.brought these costs down a good deal, tut still, on the
average IPI will cost, for start-up and corntinuing opera-
tions, atout 250.00 more per pupil than ordinary elemen-
tary schools. Experience, verhaps surprisingly, eccnfirms
the Juldpement that school officials who see and want vhat

N
N
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the 1P1 inctru-tionnl system gives are not always

Y

frightened oft by the additional cost. Five or even

3

-

ght per cent additional cost loes not, apparently,

..4

ttself call the tune. It is a Juigement about value,

rot money, that has to be made,

Some cost reduction s still puosible, perhaps, throush

fifferential staffing and comdercial publication of

materials in large quantit es. but IPI will always cost

wore. [ut then, who can 2ay what an elementary school

should cost?"

In the searvchk for more ac.oountable educational systems, one
can easily fall into the trap of developing "cost-e¢fficient” solu-
tions to narrowly l!efined problems. The guestion of educational
technology, rfovr example, often connhected with the production of
teaching-learning oyatems, should not be evaluated only in terms
of ilo cognitive outcomes, Only if one considers overall objec-
tives as well as unintended effects can a new instructional system
be fairly ovaluatad,

Bide( 12z} divoudaess the complexity of educational systems,
roting that most evaluation efforty build on the assumption of one-
Jimensional goalas, and the "ore product model", He develops an
aprroach 1o evaiuation building uron a multiproduct model, taking
aico latent functionz of the syvstem into account. He says:

"o proper assessment of ejucational performance can,

however, be restricted to the performance officially

statel as obJectives of the system. Latent functions,

often with far-reaching consequences for society, have to

te incluled in the assessment, Othorwise, we would impli-

ly assume that the value-weights - positive or nega-
tive - which can be attached to such functions, equal zero.

Furthermore, we have to take a seriocus look at the assump-

tiorn built into most current models, that the objectives

o a eysten are identical with the technically defined

outruts of the system”.

The vroblen, however, is that no one really krnows what the
effects are of the present etucational system. The demand for
evaluatior of innovations is very often connected with conservatism.
In the same way experimentaticn i{s used in some countries in order

to delnay changes., Obviously it is easy to demand more experiments
as a strategy for not taking final decisions, It is easy to demand
careful eovaluation of innovations because in almost all cases a

D
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contlicting pieture of the results will devnlop, first of all
because there aure contflicting demands und second.iy because there
are tew ideal answers to complicated problems. As long ac we do
not ¥now enough abcut the successea and failures of present prac-
tices, we shoull be ¢areful af asking for comprehensive evaluations

¢t new practices,

BARRIERS TO INNOVATION

Several times in this study we have seen that one or more
interest groups have reacted negatively towards innovative proJects,
Most often negative reacticons toward innovations .ce treated as
"barriers" by the managerial group. At this stage we shall try to
clariry what we see as "barriers" in the process of innovation on
the banis of the analysis of all 17 case studies,

1. ¥alus conflicts: Major innovations will always be based

cn ohanges in educational, soclal, political cor economic obJectives.
These changes reflect changes in values and thereby value conflicts
in soriety., Any groups interested In education necessarily have
more or less clearly expressed opinions about the changes in
values imolied in the innovations. For a large number of people
these value conflicts are not ¢learly understood and ave only
vaguely relt, Many reactlons, theretfore, may well be unclear and
rnly vaguzly communicateds and therefore only partly understood by
the lecision-makers,

-~

2. Power conflicts: Major innovations also imuly a redis'ri-

tuticu of power, The reuctions rrom teacher groups, as well as
from researchers, administrators, parents or students can best be
understood in many instances as resistance due to unfavourable
changes in the power dictritution. Examples of this are conflicts
tetween the Central Advisory Authority and the Experimental Gymnas
i Oslos; also partly the conflicts hetweon the central authorities
and the Leicestershire authorities in the Comprehensive Building
trogramme, conflicts in the teaching staff in Ontario, the pre-
vicusly mentioned conflicts between groups in the Malmd region and
the central authorities, conflicts between the communes and the
Wetzlar region, conflicts between the local authorities and the
New Jersey Administration {a number of such conflicts are illust-
ratel 'n the casc study) and the internal conflicts in the Ontario
Institute for Studies in Education, One vannot regard these kinds
of conflict as "barriers to innovation merely on the basis that

e
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they are :rraticral or et valid., <re -annot cverlock these prob-
lems ¢r evern manirulate them.

< Practical conflicts: 5 number of inncvations introduced

a system carnnct prove their gquality. They are cimply nct

2
203 en

a ough and therefore do rot serve to renluce the 01ld practice,
crother are wnly o part of the abuvwe o oand b U tnke other oon-

sideraticrns into a-count.  If cne. for exumrple, introducec a new
arricnlum, implying new teaching-iearning netnods, without chang-
t

“the examinaticns as exemplified bty prcjects in the lchools

“ouncil, one will necersarily run into zerious probvlems. learly
ingtituticns ctudied have experienced resistance, especially
Srom teachers, on thege grounds which are verfectly valid. Planning
of inrncovatione and treir implementation is o major and coemplex

~towhich hzs to take Inte adeount mueh more than the development

S & o i ot v s v
U o ope it or ot

2 Py chodopmical contflicts: in conventional l!anguage, the

term "barrisrs t- change" is used o retfer to the inability of
suman teinsc *. change frem one cituaticn which ic well known to
Jrieowhil oo Ie uenown, The cace slwdiles Seem to point out that
shir trpe of resicstance i¢ rare.  On the otrer hand, if individuals

that they an Lenefit from a ~ertain —hange

diftfienultier with the -nange., ‘hanges therefore
ircentives ¢r, ¢ven worre, not changing .14

re counter=artive 1o the new cituation, will

e "pay-chiological tarriers" whith fan ralce serious
emertntion of irnovationc.

arnme, theredore, te a reries of rea-ticne,

-

resction townarde the inncvation itcgelf,

or it management.,  The impor-

er, i¢ that "barrierc” -annot simply
s side effects but rather ag indications of
ray be inrerent ir the procecs itself.

lenms" *hrerefore are one important indicator of

INNGVATICH, - WHY 10 THEY FALL.

Ir thic vclame we have not studied failures, but rather cuc-
cegeful innovative projecsts. In spite c¢f thic, however, we have
ceen even ir the most successful projects signe of problems and
failures that cannot simply be traced back to the innovative idea,

oz
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they are irrational or not valid., OCne cannot overloock these prob-
lems or even manipulate them.

%, Practical conflicts: A number of innovations introduced
into a system cannot prove their quality, They are simply not
good enough and therefore do not serve to replace the old practice,
or they are only a part of the answer und do not take other ~on-

giderations into account. If cne, for example, introduces a new
curriculum, implying new teaching-learning metheds, without chang-
ing' the examinations as exemplified by preojects in the Schools
Council, one will recessarily run into serious problems. Nearly
all institutions studied have experienced resistance, especially
from teachers, on thege grounds which are perfectly valid. Planning
of innovations and their implementation {s a major and complex
Job which has to take into account much rore than the develogpment
of a specific project,

4. FEsychological conflicts: In conventional language, the
term "barriers to change" is used to refer to the inability of

human teings to change from one situation which is well known to
one which 1is unknown, The case studies seem to point out that
this type of resistance is rare. On the other hand, if individuals
or intserest groups feel that they can benefit from a certain change
they will have few difficulties with the change. Changes therefore
not accomparied by incentives or, even worse, not changing old
incentives that are counter-active to the new situation, will
recessarily produce "psychological btarriers" which can raise serious
probleme for the implementation of innovations,.

"Rarriers"” to change, therefore, may be a series of reactions.
In some cases they may be 2 reaction towards the inncvation itself,
in other cases towards the process or its management. The impor-
tance of these facts, however, is that "barriers" cannct simply
Le treated any longer as gide effects but rather as indications of
basic problems that may be inherent in the process itself.
"Dissemination problems" therefore are one important indicator of
problems not necessarily connected with the dissemination phase,

INNOVATIOHS - WHY DO THEY FAIL?

In this volume we have not studied failures, but rather suc-
cessful innovative projects. In spite of this, however, we have
seen even in the most successful projects signs of problems and
failures that cannot simply be traced back to the innovative idea,
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the eyt s, thee inan tution, the product, the recipicnts, or
cther ntermnd eetors,

m

The analyaie hae shown that a number of "extoical" factors

are lnportant,  Fow projocts nave been created with the neceuaary
political wuprport, This sumetimes mewns that the project has not
gone through v necessary "cereendng process™ in o which the project
Plea (o qasessed in relation to other prioritieos in a global
educaticnal, <ocial, and economic perapective, 1t ecan also mean

that the iden has not faved initial discussions between interest

groups, 1 procead that will certainly take place at some stage.,
¥oat prodects o not relate to the existing legal and almini-
strative mechan: s in o way in which they can be used for the
benel'it of the rrodects,  In fact in most vaces those in charge of
moinnovative proJect have only vague tdeas about laws. adwminist-
retive regulations and ether mechanisrs that have been set up to

cerve paintenance functions ratner than innovative functions,

.

Theoss mernanisns are, when they are fully discovered, most often

voAs b uren s "barricrs™. It 12 a fact, however, that maintenance
“tem ds o necvranry, and hag to be tuken care of at the same
innevations nre introtuced, Only through a detailed dis-

susaion of thege mechanicms nnd their possible modifications can
4 innovative projeet survive in the long run,

The aame argument appliecs to the incentive atructure that is
‘venulit o Inoary e lugntional system, We have obfervel that the
vewart structure that regulates tne behaviour of teachers is crucia!l
for an undevstanding of the innovation process, Luss frequently

{0 the obeocrvation made that alvo institutional behaviour is depen-

lert on an in-ouil? nrentive strueturs,  The way research institu-

tiors funetion, for exnmp]w. can partly be explained ag a conse-
quence of expectations, and professional roward structures,

Any irnmovative work ts a high-risk activity, When an idea is
formulated an! has been alopted, vonditions have to Le created to
"rielter the project from the constraints that regulate the
g
Jiced Uar otronger than the supportive forees,  Skilful management,

reten,  Tha o

i a cystenm are in rost

ant conetines formal agreonents

ny interest groups may be neces-

Lary sot o crogect developed,

nave reraatodly ceen that many projects faro the most

scomination ctags,  The lask of a systema-

i~ Irnnovatiorn policy that irncludes a relevant support-structure

{resear:h ~nd development, ir-gervice trainirg, consultancy, local
tres, etc.), wan often explain the failures.

»
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INNOVATION ARND IDEGLGTES

During the 19602 we have seen a growth in educational inno-

vations which seems to have no parallel in educational history.
have, of course, had similar reforvm movemsnts before but the

sy and the rapid growth of oducatichal irnovationas througsho

the 19£0s i the moat remarkable feature in this tespoct 30 far,

In our comparative case atulies we nave identified current
thinking and underiying assumptions of major inrovations aa well
ag key factors in the innovation process itself. In a recent
article Micaael 8. Katz(187) presents 1 hictorical analysis of the
Ldeotogies behind the present educational veforms In his discusg-
sion of the ideclogies behind the esont educnticonal reform move-
nent he cites four basis phélosophies: envircenmentalism, decent-
ralisation, inectpiont techroeracy, and vodngegical optimism,

Environmuentalism

Kot eomparec the present environmentalism with sinilar move-
ments in the oid-19th century as well as the progressive period.
Ag in the two other movemente the new re-omphaais of hercdity has
frustrated the cptimistic reformists' expectations and Katz already
vees a decline of this movement,

Decentralisation

The other major movement is the trend towards decentralisation

basedl on the view that political change is imperative before odu-
cational change can take rlace and that therefore political con-
trol of the achool fystewa must be secured betfore anytiaing meaning-
ful can change within the classrocm. This position rests upon the
following valunas:

"It rests partly on 4 belisf in the intrincie worth of

~lose, almozt symbiotizs relations between institutions

and the conmunitievs fhey serve., Tt alse rests on the

value that seme people attach to contrel of tha education

their chilidren receive'.

We have scen in this ctuly that decentralication of power
away from alminiastrators to tedachers, as well as stulerts, doos
not, neceasarily mean more democratic decision-naking., ncr "bettexr"
schools (not with lecentralisation alone).

Incivient techrocracy

The trend mainly in the lats 13€0s of producing large-scale
technological innovations, rarticularly thrcugh the uge of com-
:uters and threough the ¢lopment of teaching-learning systems, i€

a-

basedl on the idea that qug scale developments are more economical,
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more reliable and more valid than small-scale local educational
efforta. The value behind these developments is the striving for
more efficiency in the system - "efficiency" related to rather
narrow cognitive outcomes. We have raised considerable doubts
about this development trend, in particular because so far it has
tenied to be "product-oriented" rather than "user-oriented",.

Pedagogical optimism

This trend in innovation is often connected with the trend
towards decentralisation of decision-making. It advocates the
liveration of both the teacher and the student, and puts happiness
and warm human relations above cognitive development, subJects and
2ther day-to-day school tasks. The assumptions are that what the
achool really is doing is teaching the students the "hidden mes-
sage". What i{s important in school is not primarily the learning
of specitiec knowledge and skills but the learning of how human
relationships could te improved. This is learned through the way
the school is managed and organised and through interpersonal rela-
tionships, rather than through the instruction of the subjects
themselves.

Our own analysis points out the lack of open criticism in the
innovation process. It is prciubly right to say that many inno-

vators have bdeen unable to face, resolve and examine conflicts in
their projects. In only very few cases have the innovators realis-
tically faced the value conflicts inherent in their own positions.

In the problem-identification phase, as well as in the evalua-
tion phase, there are many weaknesses in most organisations studied.
Seldom are the implied ideologies analysed: instead,the problems
are treated as technical ones., We see this as one of the major
problems in the innovation process today.
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Chapter IX

STRATEGIES TFOR EDUCATIONAL INNOVATION

A major task in this analysis has been to compare and eva-

luate the process of innovatien as i*, 2an be studied at different
administrative levels of the edu-.al . system, and possibly
identify different roles and fw."t. *.. in the process. In this

chapter we synthesise our findings .nd use this as a basis for a
disvcussion about roles and functions of different institutions at
various levels in the educational system. Finally we present
some principles for a gtructure for innovation at the national
and local level,

Until now we have treated the process of innovation mainly
as gne process. When we analyse this process across the three
different levels, we find that it is not one process but different
processes at each level and that these are only partly related to
each other.

The 17 institutions differ, as we have seen (Chapter IV-V),
in terms of their missions. They all play an important role in
the process of innovation, Their different characteristics, how=-
ever, illustrate present thinking or responsivilities and needs:

a) Central institutions for educational innovation are

mainly set up to plan, initiate, develop and (with

some exceptions) evaluate innovation in education.

They usually have a comprehensive mission in terms of
affecting whole national or state systems of education.
They perform few routine tasks and generally have
adequate resocurces and personnel to carry out develop-
ment tasks. They are not involved in the day-to-day
operation of the teaching-leaining process. They are
set up to support this process.

©v) Educational regions are responsibdle mainly for the on-

going task of educating children and the management of
a compiex organisation. Their concern for innovation
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Fore omnel at each level, thevefore, are inveolved in intc-

Lnotivneoa o very difterent angle, with different reacvnrces and

pities and with ditferent interoests, The cave studies give

intervecting examples o how diZferent inctitutione mderstand

thoir micain, define their worre and carry it out,
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a slmple way. As we have secen, we have to take the type of inno-
vation into account, but furthermore we must consider the stage
in the process. The question we shall try to answer then is the
following: for a certain type of innovation, at which level in
the edncational system should it te

a)  formulated and adopted,

) developed, and

o)  implementad,
go as to achleve the stated objectives? Asking such a question
dees not necessarily wean a specialisation of functions, One can
Yoregee that a specitic innovation may be formulated, adopted,
developed and ifmplemented at one level in the system. In many
cages, however, this is not so.

FORMULATION AND ADOPTICN

Uur analysis of the case studies shows that inncvations nmain-
1y concerned with the objiectives and functions of the school in
tts broader eocial and esoncmic context {Category 1)(188) are
1.oked wpen ax political quéstions, and in all cases are decided
at the central level ty political bodies. Examples of formulation
and adoption of this kind of innovation are to be found in most

-
a1

the rrojects initiated by the Commissioner in New Jersey, the
conprehensive schools in Norway, Sweden, Finland, Deamark and
Hesse, and the restructuring of secondary education in England.
Common elements in these innovations are re-allocation of funde

in the svatem, rectructuring of student pariicipation (from stream-
ing to nen-streamed schools), and the setting of new priorities,
(educati:nal equality of opportunity as important or more impor-
tarnt than academic achievement).

Only in very few cages hag research directly played a role
in thie process. Both in Sweden (where Royal Commissions have
veer guided by reczeareh) and in England, research has indirectly
influenced pelitical decisions, In Sweden, whkich has longer tra-
ditisng in thils aspect than most countrieg, the dialogue between
politicians and researchers has probably had an educative effect
wnotoath grops.  The adoption of policies in this category is
achieved through laws and regulations, and followed up by finan-
clal incentives (see Chapter III).

Inn:vatisns in the other categories {administration and orga-
nisatizn, raie and role relaticnships, curriculum) are fermulated
ard adspted diffrerently in the various countries.
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In the case of Sweden, Norway and Finland, central political
and administrative bodice provide the framework, and therefore in
veality formulate and adopt policies.

In New Jersey, Denmarx, Hesse and Bavaria, there is a greater
mixture of central and local ceontrel of educational innovations

than in the first group. In KNew Jergey, for example, there is a
strong tradition of lecallsm. However, the case studies show that
the Btate, through the new Cummissioner, has taken a strong initia-
tive in all educational innovations.

In Englard and Ontario innovations in these categories are
formulated and adopted at the local level.

The degree of decentralisation does not necessarily determine
the degree of political control. As we have seen above {Chapters
IV and V}, the political influence at the local level is sometimes
ag ctreng as at the central level, but the influernce of the mana-
gerial group is more obvious at the local level. Curriculum inno-
vatisns (Category 4) are those which are influenced most by the
prefessional group in the process of formulation and adoption.

DEVELOPMENT

There is a relationship between innovations in Category 1
(objlectives and functions) and innovations in the other categories
(see Chapter II). The latter are to a large extent operationali-
sations of innovations in Category 1. To the extent iherefore
that a country has a centralised decision-making structure (e.g.
Sweden, Norway, Finland), the development stage also is centra-
lised.

in Sweder regulations formulated by the Government (and in
some cases the Parliament) set the framework for development in
all categories. Innovations in Categories 2-4 are actually deve-
loped in NBE and in varicus research and development institutions
contiected with cchools of education or universities or "Develop-
ment Blooks" (e.z. Malms). The MNBE is responsibtle for the major
part of all davelopment work (except for the work directed by the
runicipalities), and determines new policies through the "curri-
culun guidelines" and central regulations.

Much the same is true for Norway, Finland and Denmark. In
these countries, as we have seen, the development work is less
t,

ructured by research, there is more initiative and independence
in the local autherities, and leccal participation and involvement
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in actively enconrared.  (This ic more and more a trend in Sweden
tov.)

Although 4 framework exicts fur syllabuses and the uve of
regources, and though external examinations can be uged ag a con-
tral meacsure, the situation both in England and Ontarin leaves the

local authoritics and the wchocolo themcelves with the veopinsibi-
lity of developrent (Categories 2-4), with the schools Council
and other research and development institutions reiforming a ser-
vice Tunction. As fay as curriculum is concerned, not even the

locai nuthorities (in England) can intervene in the decisions of
thie headmaster and his statf,

The eituaticn in New Jersey and Hesge 1s rather more diffi-

or

cult to desarite, Both have a tradition of locralicnm and profec-
sioral intluence on development, In both coases the state is now
intreducing inncvations with more centralisation of decision-
making as a consequence (see Chapters III ang IV).

The development stage is organisecd, as we have ceen, quite
differently in the countries studied. The various organisatiosnal
ratterns rerlect difrfervent conceptiong ol the process of innova-
tion, In the Scandinavian context also the operationalisation of
irnovations (in all categories) is partly regarded as a political
question. The way a school is organised, role relationships and
the curriculum are i;eansg to achieve not only educational but also

cocial and wider pulitical obtjectives., In philescphical terms

trie policy reflects a high degree of instrumentation. In coun-
tries with econuvmic and sccial irnegqualities between regions (e.g.
way, due to the wide variations in living conditions and its
small ropulation) sentral poelitvical vontrel also vf the develop-
ment otage ras been the reault. A8 we heve seen, however, pro-

+ o
ieds

lunal participaiiun is encowraged and plays a wajor role too.
We have looked into the question of teacher resistance to
tnnovations in a centralised eystem. In Sweden the majority of
the secondavy achool teachers were either against the 1962 Edu-
cation Act wrhich introduced the comprehsnsive achool throughout
the country and the !2c¢4 Gymnasium Reform, or were lukswarm in
their attitude, 1In this country, however, there is evidence in
the case studies that at the local level most professionals, in-
cluding the teachers, do welcome central initiative in educational
innovation. This is accepted to such a degree that it would be
unthinrable, at the lccal level, to initiate innovaticns which do
rnot conform with the broader ains ret out at the central level.
It is fair to say that most professiorals who were interviewed in
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the study ot the NMalmid repion looked at the central initiative

as a stimulus for innovation, though it ralsed a number of prob-
lems, The case study in fact concludes that the market centralism
of the Swedich cducational system permitted the rapid implementa-
ti

orn of fairly radical retforms which became both a condition and
a challenge for regional initiatives.

In fact the Swedish central efforts are unigue in their at-
teapt to initiate, develov and Jdisseminate oducational innovations,
The recalled "rolling reform” - which is an attempt continucusly
to refurs the structure and curriculum of education - is a very
amlitious attempt by the central government both to develop and
Ly contrul education,

Zven this very systematic process, however, has partly failed.
The study ot the RBS concludes that more information is needed,

winile the Malmid study concludes that more communication is needed.
This olservation is perhaps the best illustration of the problem
of external contrel of innovation in large-scale educational orga-
nisatisus,

Even in a highly decentralised system, however, teacher
attitudes to innovation are a question of major concern. In a
recent study Lunn(189) shows that the differences between
streamad and non-streamed primary schools were not significant
mainly because many of the teachers in the non-streamed schools
LYehaved as if they were working in streamed schools. Their atti-
tudes on a variety of educational issues were similar to the tea-
2hers in the streamed schools, and they maintained classroom prac-
tizes similar to those in the streamed schools.

Also in a country where the development of the curriculum is
largely dependent on teacher attitudes and caypacities, radical
innuvations invoelving changes in the tehaviocur of teachers seem to
raice provlems similar to those found in nore centralised count-
rieg,

Most studies of change, particularly from a sociological
paint of view, stress the importance of individual initiative and
cuntrol of development as essential factors for a successful pro-
cegs, We have tried to analyse to what extent centrally initiated
and develuped innovations create greater barriers and implementa-
tizn prodlemy than locally initiated and developed innovations,
Trere ls nu evidence in the case studies that central initiative
~reates greater barriers between the ciient (student, teacher) and
the irnitiator than in regional or lcecally initiated innovations.
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IMPLEMENTAT TON

The discuvsion above gives us an fwportant perspective to our
cnsilderations atout the fmplementation of educatisnal innovations,

<
To implement an innovation in a cchool, school district or any

vdusational nstitation whith Lac ol been involved in the deve-
Toprent phace ceens to be one of the major problers in educational
irnnovation, as cxenmpliried by a nuwaber of cases in the studies.
Imoprinsiple, the cowntries with central authority in innovation
choabd posvess the rechanisne for {nplementation embodied in ihe
elieutional virustare,  For nany inuwvations, however, dissemina-
tian sloce:y linked to the planning-development-revearch-and dif-
fuelen medel doed not geem to work efflciently.  The more decentra-
vn the other hand do have a bLasie problem in
naiieation to other authorities in the country.
Wi oy thurefcre,;uzw:ficiant structure fur disseui-
nation by detinition Jdoes not exict without the develupment of

ceparate InU rmation atructurecs,

protlen o f dIntermation 1e tackled in various wavs. Most

SPthe central invditations huave bailt up information cervices
uty, in oarincivle, slonld readh the olients. In some cases tele-

viglon and cther mags media are uced togetrer with intormation

raterial, retraining cource

and r'ield services to bring about dis-
aonination und dmplementation of innovations. So far these attenm-
tte have chown thut even though a number of 2lients coan be reached

vortiorn of the commtadity does not implument the inno-

M « I :
g cxyluihdd in varivus ways. Jdue explanation is

chnt She int aioetrurts ure not geod envigh and certainly in
ot ooukiries there ic a need oy much mare sophisticated publice
wlatl ore word., Wren cne Jooxe at the oituation in one of the

ot coanicticated coowmtries {nen

ly, Sweden, where a aystemati

nation ond dnplesentation effort hasg Lwen launched in con-
owite the rolling reform prograrmne) one ts surprised at

wrticn fvom the leral bodisee, especially the teachers, The

eady ol Malms (190} shows that inomany districte - even in a
hicticated develowment distriot oveh as Malnd - many teachers
awale of the irnhavations planned centrally

rerent them in their clavsroums.  The

imy

vati o n which are illustrated here are a cum-
paoy protlem, nouovet cafriciently underctood {see further dicsus-

cion Chapter VITI, p.730).
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When one luoks more closely into this situation the reactions
from teachers can busivally be understood as a lack of interest
in a process in which, as individuals, they have had little say
and where decisions have been taken over their heads by other pro-
fessicnal groups or through a technocratic and centralistic machi-
nery. Lack of disseminaticn, theretore, is not basically a ques-
tion of better techniques or more money for the same purpose but
rather a guestion of involvement in the innovation process itself.
What is needed is not Jjust more information btut more communication,
and possibly a real involvement in the dec!sion-making process.

There is no basis from the case studies to conclude that this
phenomenon is connected only with centralistic educational struc-
tures. On the contrary, it seems that the same kind of reaction
from the teachers is to be found in most of the countries studied.
In the case of New Jersey, for example, one of the major criti-
cisms of the attempts of the R & D Department is that it does not
reach out to the teachers and the students. The same is true in
the English context where the Schools Council has to make special
efforts to establish links and communication with schools under
local authorities, even though these same local authorities are
represented as partners in their Governing Council.

The problem of information and of establishing communication
provides the clearest illustration of the difficulties of using
the planning-research-development-and-diffusion model in educa-
tional innovations. One has to askx what kind of innovations can
possibly te disseminated (using this model) from central authori-
ties throughout a complex social system. There is not enough
evidence in the case studies to indicate this explicitly. A
number of factors not related to the type of innovations also
come into the picture. Most of the studies referred to in Chap-
ter I1 are in fact dealing with psychological and socioleogical
barriers in the diffusion of innovations. In the outline which
follows, we see some examples c¢f successes and tailures in dis-
semination of different types of innovation.

Category 1 (New objectives and functions)

Innovations in this category dealing mainly with new
objectives and functions of the schcol, including new structures,

have so far been developed and implemented relatively successfully
in many countries, especially where a central decision-making
structure exists in the administration of the system (e.g. Sweden,
Norway).

Even though the case studies of the Leicestershiie and
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Devonshire regiuny shuw how a decentralised system can manage the
implementation of thiv type of innovation, 1t ia guestionable how
efficiently this structure can deal with a nation-wide implementa-
tion of this kind without a fairly powerful influence by the cen-
tral government., The sane would be true for the Pederal Republic
of Germany if one considers the individual States. At the indivi-
dual State level, as illustrated in the Wetzlar(19!) study, a con-
centration of authority in the State Ministry ct Education has
teen achieved as a precondition for the introduction of comprehen=
sive schools, The conclusion may bve that the dissemination and
implementation of innovations in this category - which clearly
involve a redistribution of power - vest upon political-administra-
tive strategies for change and therefove ask for a rather centra-
listic organisation.

Catesories ? and 4 (Administrative and organisational

development and innovations in role relationships)

The innovatione in these categories, which we have studied,

fall mainly ints three types:

i) New teucher-student relationships: Innovations in this
area can bte seen in the Experimental Gymnas in Oslo
where this is a main emphasis of the school. It is
alsc a prominent factor in the Rfdovre School, the
Countesthorpe College, in the Malmd experiments (espe-
cially in the flexible grouping project and IMU pruject).
The approach of the NBE in developing teaching-learning
s¥stems wherely new teacher-student roles emerge is
another attempt of this kind. Also, in the NCIE a num-
ter of projects aim to change teacher-student relation-
ships, either as the major objective or as one of seve-
ral objectives.

ii) New professiornal relationships: A number of projects
studied have also as a major objective the aim of chang-
ing professional relationships. This is true for the
organisational development work in the York County and
their Master Teacher PFrogramme. The Administering for
Change Programme in RBS is another example of the same
kind., The flexible grouping project in Malmd, previously

mentioned, where teacher cuv-uperaticn is a major elenent,,
also changes professional relationships., Atterpyts in

New Jersey to create new management techniques have
similar conseguences at the administrative level. Also,
the previously-mentioned project in NCIE changes
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srctecelonal relatiynebiipe and 20 does the crgunisa-
il developmert wore initiated by 018K,
L11) Hew decisicn-muking strictuves:  dSomo experiments

ctudied aimed ne a major ctjective to change the

saking ctraocture. This is quite olear in the
axperinental uyrnue bnocele, ac well as in the
Dountesthorpe Collepe, It 1o less olvicus in the
regivng, with the exception of the York County, where
thie has beeh a najor ovjective. The programmes of the
sentral institutes have very rarely taken this up as &
recearsl and development problen, with the exseption of
the "Adminicteriug ror Change" programme 1n KBS and the
"Intovation Japacity” project in the NOIR,

Trere is a ¢clear difTerence in qualitative terms betwsen pro-
Jete i Jutegory 1oon the cre hand and projects in Category 2
and oo the sther. While develouments in Categery 1 (which have
wider volitical and social sbjiectives) deal with structures and

ricaticnal changen that have been disseminated and implemented

sentral loaws and regulations, inncvations in Category 2
ard Jategory 7 ohave woe Pay not proved to le ecasy to "disseminate"
wWith thoce mragures,

A traditional method has veen to establish a high level com-
mittee ¢ coranission te astudy the administrative patterns, as
well as the role relaticnships i the system and to cuggest new

arpranrned
1

amd goluticns,  This hasg been the "developnent phase",

qmivatinn and imple

chitation phas2" has been seccured by
lawe and regulations, and partly by new incentives.

Cne rnajor reas tehind the establishment ot zome of the

nigatione

that thase appronches have rot proved to
sottil. The reacons for this are probubly of two kinds.

Chiriges In hraman relationcships can rarely be achieved
Ly Foree merely through lawe rand regulations.  Role

chlpe are determined by a coemplex combination
strvuetare, power dictribation, decicion-making nrou-
cerces, ol uxpectations, personal characteristices

and relationshing, and irventives, 8o far these inter-

wlationehive have net Leen studied in depth in oduaca
tinal vettings and we are only et beginning to under-
they carn Le changoed.

) i he present oducaticonal ctroocture a hidden incentive
stae One hiree reople ¢t o certain orisnta-

Py s teashors inoa egpecifiz way, one punishe

e

O
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and rewaric students for specific purposed, one has

an organication which blames ceortain behavicur and
praleses certain other activities, In most cases new
laws end regulatione have been intvoduced without a
caretul analysic of the changes which at the same time

nave to be made in the ifncentive oysteme 0 there are

to be any chanoes of cuceess in implenentation( 147},

We are then tacad with the gqueation "Oan these types of inno-
vation (involving role relationship) be divseminated and implo-
mentedT”, The example cited from the Swolish context, where an
intor

aation and in-cepvice training appreach has been 'used exten-
slvely, snows that even the more sephisticated approaches are not
wholly doing the Jeb, Claagvoom practice, the relationshlips bet-
woen dtulents and teachers, the relationships tetween professionnla,
and the way Jdecicions are taken in schools have not changed irama-
ticalily. Tralitiornally this question has bee=n looked upen as a

tochniocnl vrodlome  With more resources, more nformation, boetter

use of macs melia, Jdevelopments woull be dlisseminated and imple-
montedd, Thne teacsher reactions, however, which can be Jemonstrated
in the cace stuties of Malmd region, RBS, Scheols Council, NCIE
and NBE can best be unilerstocd 1o v quostien of attitudes, values
and authority. 7The "gracas roots" level, this time represented by
the teachers, is in fact questioning not only the nature of the
develoynents tut the way thoy ars developed and then "imposoed" upon
o [t is a debate about who should control not only
*he obJectivea and the content of learning, but the very nature of

h ve studied in which there questions have
bown gon f dirferent value ortontations is the

cnse of

Cymras in 0slo, Other developments, how-
cver, 13 12 fllustrated by Chesler and Lohman(39%) show that inno-
cations i teicionsmakineg and role relationships are of major
Toncern Lo v baryge number of soheols and school distriets in
America. srun for doevelopnents in Scandinavia and some

i

varts of Burope,

is that these types of innovation involving

‘ole relaticnship are difficult to disscminate and implement and
know too little about how complex social systems change
gle=rolaticnshies and decision~making strusturcs. One is inelined
te hyrotheoise that every single school has to find its own colu-
tions and sherefore has to »o tnrough a zentinuous learning process,

involving the levelopment of rew relationchips and decisiocnamaking

O
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structures, [t this {9 correct, one would need an educational
structure which permits and facilitates such developments in every
aingle school, This would require irastic changes in conventional
thinking about scheools. A thorough investigation of the conse-
quences for the internal structure anl resources {n the school

(as they are related to the innovative process) must be carried
out as well as an investigation of the relationship between the
school and the educational structure of which it is a part,

The role of central authorities - or perhaps of any external
authority - in the dissemination and implementation of these innc=-
vatione is trerefore in principle questionatle and difficult.

Even changes inu educational structures {(Category 1) are never
really "implemented" if they are not followed by an "internal
develupment process" that affects the decision-making structures
and role relationships, A country with a centralistic machinery

whirh has successfully implemented rew educational structures can
quite eacily rall into the mistake of continuing a centralistic
pelitical-administrative strategy for the implementaticn of inno-
vatione in Categurievs 2 and %, which are qualitatively different
and provably can te implemented unly through other strategies.

Catepory 4 (Curriculum)

Innovaticns in curriculum and examinations are the most typi-
cal and rrequent irnovations in education and they appear in all
the 17 case studies as a majcor concern,

The tvpes of inncvation we are talking about usually have two
compenente {which can hardly be separated):

1. A goal or value compurnent which deals directly with the
rnoermative changes which ave implied in these types of innovation,

-

. A technical ccumponent which deale with yuestions like

reviead content ot a certain subject with new textbooks and exami-
rations, new methods and organisational structures as means of
achleving new objectives,

The case studies dv not deal with the changes over time in a
certain classroom, The researcher:s have not observed to what
extent teacher and student vehaviovur is changing with the intro-
drzrion and implementation of educational inrovations., It is quite
clear, however, that innovaticns in this area mean behavioural
changes on the part of the teacter and/ar the vtudent. Eehavicural
changes usually cannot take place without basic attitude changes
and again we are in the middle of 2 problematic area in which a
large rumper ¢f individuals in a large social system - the school

o
system - are expected tu change their tehaviour and relationships.

jav]
N
N
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So rar the stratesicr for these ohanges have teen currioulum

ifdelines, training, infouration and, as mentinoned, development
uf teaching alds and more cophisticated teaching-learning systems.
The vave ctudies show that in moet cacves the Government has bLeen
' srimfotis aboat tie wfreot o e clratories tsed and has too
often tagen fov granted the fact that chanpec {n puidelines and
Jther measureg charye olassroon behaviour, Reactions from teachers
ard researchers as well (e, Malnd carve ctudy) clearly illustrate
a variety of negative feelingu atout what ic conucidered premature
ard amatoeurish dissemirati.n o innovations,

We ctarted this chapter uy tying ts identity "the ideal
vlace™ in the ednvational oysten for the rrmulatiun, adoption,
development and implementation »r the differert types of innova-
We are left with a rather ocomprlicated picture. Cvel and

ver deiddn we are faced with the issue of "centralisation" versus
"decentralisation”, As we have already seen, this is not an
Telther~or® qaection, but rather a question ot winat kind of deci-
slong and preocsoves ohoould be centralised and which should te

tion.

decentralived, in coder to reach degired chjectives,

ATION OR DECENTRALISATION - WHAT DOES IT MEAN?

% oupun the guestion of centrallisation or decentra-
strategy pr.blem - and this ie only une way of

~ we 2ome to the conclusion that except for innova-
tisne In dategory 1 o2t innovations tend 4o btenefit from a more
decentraliscd decivlon-making structure, In particular, this
niyht te trus if it were pocsible to design such a role for the
rentral cervice agency which ipg efficient and tereficial for all
artiev involved, as well ag to =olve the dissemination problems
in the gtreeturs,  So tar, nowever, we can cite no examples of
tiie ideal ocituation,
wode teachers perceive this prollem?  After all they zre
"eracs roota™ of thne decisior-making hilerarchy and are ven-

traz arong those whe will nave tc change their behaviour if inno-
vatlione are to te effective. We do rot have sufficient data from
2ur cace studies tn give a conclusive answer te this questicen,

We have ~tgerved gome innevative schools which are different be-

-

cause Leachers! tudes are different. The common argunment, of

atti
2oursey, 18 that teacher involvement in decision-making is

N
o
(623
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carettiol for the caeeess o dnnovaticnae,  One olten draws the
cheluelon, thoeretiore, that the decentvalired declel n-making
ctrvertare wonld te the oot beneticial for inunvations to vecur.
We o do onot o think that thie must necessarily te the case, I1f one
aowmer that teachers eonedder this guection as vital (which we

e St b besy cre welulld Bave tooack the queo-

toothe Dmpact o Leonl decision-makinge veroaus cen-
ing on o tee cltuaticn of the teather? We shall
waee that 10 the ehvice Lo between deoisgionenaking in the Mini-
ryoand desiclonenaring in the lecal department o1 education,

4

sy teachers would chowee the Mindstry in preference to the lucal
dejartrent.,  The reason ia, of course, that local control can bve
ag difticndt as central control - {1 net worse,  In-group and out-
srong phoncrena at the loecal level can easily prodice tension and
cunflicee, vory often ymrelated to the innovations but stiil
inYlaeneing the decisior-making atout the innovations. This ques-
tin way sced at a workshop organised by CERI in Cambridee in
o0y and the report concluded at thic roint{194):

"Underlyingy this diccusslon of cenrtraliszavion 1s the
nceyt with the effectes of an authoritarian society

a0 o whe le, qnd/nr autrnoritarian structures within the
anhool ayotens It i@ recugnised that where the tra-

ditisn tends to bz authoritarian and the school syotem

velatively conrervative, this pregents gpecial problems

in the introduction of invovation., In other wurds, it

i 1ot necessarily the degree of centiralisarion or

Chy bt rat!

1 the degree of authoritarianism
ex[lain to wome cxtent the cpennesws of dif-

t.o innuvatian',

If s fo lelt with the choice between central and local
stelo-rawing, theretvore, pretatly in oume cases cne is letft

with o ohoise at 2ll, The onily real choice would ve to decentra-
g down to the school level 1lteell - not only

tootre headmaster bt bt the @rrool itself, ir 'lInding the studentao,

Tiee doricl o rn-rmaxin

t cecindary level there are examples of this
nt abra exerplified in our case studies by
k immediately raiges the
g~hool In the educational

to agsume that an indivi-
dual coleol van te rompletely indepondent of the nationazal structure

and the extertal envirenment, insluding the lecal community, in its

O
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strategles tor one type of innovation at one stage of the process.
A successtul procesy implies the use of all three strategy orienta-~
tions (see p.43), involving all levels of the system, to perform
dirferent tasks throughout the various stages in the process. A
careful analysis of the interplay between interest groups, an
anderstanding of the consequences o! the use of various strategies,
and a mastery of available know-how and resources, are necessary
conditions for a successful process.

Since the countries studied difier so much politically,
socially and educationally, it is difficult, if at all possible,
to "prescribe" gone structure for educational innovation. We shall,
however, suggest certain policies that seem to satisfy vasic
requirements in all countries studied. In some countries parts
of the proposed structure are already operating.

Any structure for innovation will reflect a certain under-
standing of the nature of education. In proposing a structure we
have deliberately tried to think of education as a gervice function
for the user (student and parents): there is, we believe, a trend
towards this view in most of the countries studied. In doing so
we do not forget that education traditionally has been regarded
as a main instrument in social policy. Education is also looked
cn as an instrument for economic and social objectives - often
good intentions hard to achieve. Although political-administrative
strategies are a precondition for the formulation of these objec-
tives, we maintain that the process necessary to facilitate edu-
cational innovations can best be achieved through the active invol-
vement of the user.

This has major consequences. It means for example that the
"ovjectiveg-means-output" paradigm is not a static dimension which
can be planned, developed, implemented and evaluated, but rather
that 1t is highly dynamic. It has to bte defined on & centinuing
bagis in a dialogue with the "user" (defined as the student, and
ctudent's parente), and in fact is the very basis for learning.

It deee not mean, of ¢oursze, that objectives, means, processes and
outcomes cannot be defined, but rather that they have to be defined
on a continuing basis, not externally but in a dialogue with the
user himself.

This obviously would be a major policy change for most educa-
tional systems. We believe, however, that education has a unigque
role to play in our society by the very nature of its process -
learning. The educational system may be the only social institu-
tion left where the individual can define and determine his own

experierces.

256
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The rather simple structure we are proposing can also be used
for an educational systemn with a more instrumental policy., The
difference would be that such a system would give priorities to
other activities, and would influence the process through a more
direct control, often defined as central control.

THE NEED ¥OR A NATIONAL INNOVATION POLICY

We have repeatedly seen that innovations in Category 1 (new
objectives and functions) usually imply a redistribution of re-
sources and a shift in prierities, 1In all crses this has required
a political decision - a national (State) decisicn - if it is to
be achieved to any substantial degree.

We have also observed that any radical change in curriculum
(Category 4) would have consequences beyond the individual school
or school district. All schools have in the long run to respond
to the educatiornal, social or economic realities.

Piecemeal reforms have so far had little effect on education.
Our case studies show that such innovations usually have their
basis in one-sided interests, are defined within the already
accepted framework, achisve little dissemination and often do not
change basic attitudes or teshaviour in the classrooms.

The present educational system, although "reformed" through
various adaptations to'chaﬁges in society, had its origin in a
society very different from the present one., What is needed is a
National Innovation Policy which can redefine the nature, the
objectives and the functions of education in its social and econo-
mic context. Without such a national policy the individual learner,
the schoel and 1ts staff, would be hampered by outdated laws, regu-
lations and requirements in their attempts to innovate.

A National Tnnovation Policy would not necessarily mean a
stronger ceniralisation of decision-making. ZEven in a highly
decentralised country, as we have seen, the structure itself is
the main control mechanism upon the individual school. Only by
a redefinition of the educational structure (its objectives, means,
etc.) can a school function as an innovative school.

The basis for a National Innovation Policy is a comprehensive
understanding of the various factors in the innovation process.
It should not be concerned with only gne stage of the process
(e.g. development), or only one type of innovation (e.g. curricu-
lum}, but requires an analysis of the whole educational system and

257
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the conditions for a succeasful innovation process {from jdenti-
fication of needir to implementation),

As we see 1it, the vole of the Natiovnal policy tig ot to
direct and centrol changes in the system. Its role is rather le
lay down the cenditions for inneovation in the system. This may

inply changes in laws, regulations, vxaminations, personnel poli-
wleg, incentives and development of "support functions" (see below)
toth nationally and locally. The role of the National Inncvation
Pelicy wonld be to facilitate innovations in the system by chang-
ing the existing tramework.

None o1 the central institutions studied meets these require-
ments, NBE and NCIE are examples of institutions with some of
the fhinctions described above. The NEE has a mission which cauld
incorporate what we mean by a National Innovation Policy. So far,
however, most of {ts energy has been devoted to the ongoing task
o munaging the existing system. The responsibility for innova-
tion, however, is sven more and more as the main task for the
institation.

The NCIX has similar functions with the advantage of having
anly the responsibilities for innovation in the system. It does
not, however, have responsibility for the implementation stage.

As we have seen (Chapter III) all the other institutions are
regtricted in their-mission to certain functions in the process
(eve. planning or research or development), or to certain types
2f inncovatioen,

A National Innovation Policy is obviously a political concern
in the broadest sense. Co-operation with other national policles
{econonmic, social) is essential, and communicatlon with and par-
ticipation of different interest groups 1is also essential.

THE NEED FOR A LOCAL INNOVATION POLICY

We have already argued extensively for local participation in
the irnovation process (see Chapter V)., We will not repeat the
argunents here but strecs that we see the innovation process as
the most important oppeortunity for learning in schools. This,
however, would be trae only if the user, the student and parents,
;articipates in the process from rroblem identification to imple-
mentation.

A local innovation policy does not mean, therefore, giving
increased aunthority to those who already hold power, but creating
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conditiens for a vontinuing dialogue in the achonl, and between
the school and the regional and central bodies, Careful considerva-
tion should te given to those aspects of the policy which encourage
a problem-solving attitude and an innovative climate (sec Chapter
V).

A lccal innovation policy should have ue {ts main objeative
L2 enccurage and facilitate innovations in schools.,  This wonld
certainly imply a suppert structure (see below), but moreover it
wiuld necessitate a continuous analysis of external and internal
Tinstraints, veconsiteration of arrangements for management,
srganisational patterns, incentives and leadership functions.,
This procers may be the most important learninyg process for both
teachevs and students and others whe participate in it.

THE NEED FOR AN INNOVATIVE SUPPOKT STRUCTURE

The ediurational system today user special institutions and
programmes to assist the school, The whole educational administrae
tion is suppased to function as a support strueture, including
activities such ac teacher training, the produstion of textbeoks,
the tge 27 inspectors and in-service training., We telieve that

wler changes are necessary in thece ingtitutions if desirable
inravations are to materialise in the s2rhcols. In this context
we 3hall not disocuss these changes since the 2ase studies deal
cnly tndfrectly with these questions., We shall, hewever, point
te sn~me needes that are evident (and in nmost vases are not met by
any present institution) in moat countries:

i) Local teachey centres

The Malm® case study gives an example of one of the first
deliterate efforts in Europe to develep a regicnal development
enptre,  In the study of the Schzols Council one sees a sustained
2ffort in the United Kingdom to establish teacher centres throughe-
cut the 2ountry (more than 500 at present). This is alsa zu in
Hew Jersey, Ontaric, Dermark and Norway. In all aveas they play
an important role in dissemination and seem to be a necessary new
ctructure for innovation,

Sometimes they are used deliterately by the centiral autheri-
ties as a strategy for the dissemination and implementation of
innovations (see the case study of New Jersey), but in most cases
they are based either on regional initiative and control (England),
or :n a combination of cerntral and regional control (Norway,
Sweder, Denmark and Cntario),
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Except in the United Kingdom, teacher centres (or development
centres) ave uat widely establiched, So far their functions and
impact differ but they do geem to meet certain basic needs:

1) arn information centre for teachers in a region;

) an itnu=service itraining centre for teachers and
administraters:

5) a deriongtration centre for innovative practices

(developed inside or outside the region);

4) an experimental centre to assist teachers in

their innovative tasks, both‘professionally
and technically.

Teasher centres can play an important linkage function, both
Letwoen the school and its environment, and among teachers with
innovative idvas from different schools.

In the case study of the York region(196) we described the
Master Teacner Programme. The change from inspectors to consul-
tants is an interesting development in most of the countries stu-
died (see Chapter IV), This suggests that a new type of inspector
is needed. fHe should not be responsible for the control of exis-
Ling practices, but be a resource person who can assist the tea-
chers in the different stages of the innovation process, If tea-

cner centres could be stafled with "Master Teachers" who are "pro-
cess experts" as well as subject specialists, the centres would
be a major stimilus in the innovation process.

We have argued for a new role for the researcher, a resource
rersgon with research qualifications who can be a M"process facili~
tator and evaluator" in the schools (see Chapter VII). The teacher
rentres would be an ideal base for such persons. In addition they
would te able %o assist schools and school districts in the eva-
Ination of new educational preoducts developed inside or outside
tre region. When necessary the researcher could also serve as a
regource percon in relation to research and development institu-
tiung,

1i) Resgearch and Development centres

We regard research and development as a service function for
innovative schoole and school regions. Well planned, develuped,
tested and evaluwated programmes are a necessity for a modern edu-
cational system,

As we have concluded in this velume, however, the readiness
of the users to implement new structures, products and practices
g more of a probvlem than the development of a particular product
Itself. We rave also coneluded that product development based on

ERIC

Aruitoxt provided by Eic:



the P=-R-D-D model hiaw o far been successtul only in some aveas
in the curriculum field,

New apprvaches to research and development are thervetore
essential if the prowing number of these cehtres 1s tu succeed.
Participation of the user (Loth teacher and student) ig one impor-
tant element in a new strategy.

Chase(197) discusses important characteristics of successful

csearch and development inotitutions. He first considers the
need for a more syetematic planning, development and evaluation
cycle, and he adds:

"One related characteristic is attention to all the

major elementis in learning environments., The approach

1o one of creating systenms which have as compunenta
instructional materials and media, physical settings,

and thie develupment ot velevant behaviour for teachers

and other school persunnel. family groups, and community
volunteers, The process becomes one in which all are
teachers and all are learners, with fregquent opportunities
tor trangpeviticn of roles,

A third characteristic ic¢ the linking of rmany organisations
ard inetitutions in the iwmplementation 5f programmes, Mot
only Ls a greater attention being given to the contritu-
tiong which can be made by Departments of Educaticn,

crrool districts, and educational asseciations of many
kindsy  but more erfort ic bteing expended to involve
parents, 2ivice groups, industries, etlnic leaderships,
sovial agenclies, and volunteers from the communities
conicerned,

Anocther distinguishing characteristic of many laboratory
and centre programmers is a ztrong accentuation of the posi-
tive elements in thre social and cultural environments of
these populations which are designated as disadvantaged.
The values and strengths which are associated with being

2 black in America or a member of a non-English-speaking
proup in oan Anglo-Saxon culture or an Indian in a white
mants civilisation btecome the starting points for finding
vnegelt and the building oI relations to wthers,

The develoupment and production of new educational materials
ic a complicated, time-consusing and expensive task, More and
more centres would weed ts specialise on major themes. One can
torecee a network ol speciulised certres which would serve ag
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v ard dnd et centres tor gchool districty, selools,
tegohor centres cend et o citherities,

meo 0t the central inatitutions studlied,
a ceccndment creten terde to hoove an important funetion ter the

Av we have seorn Uven

cowddnation ol vations, o Revenroh and development organisne

shooabd enploy tedsrners and other protessionals

Lt obacies Theoe centrees nay bte au Inportant for the

2 rerons as tor the development of products,

PEIY A rabi o ned o dinformution network

we Pave et ood for oan dnformation network Lo encourage con-
trte lotween koy o individuals in the ifnrovation process. The case
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tu a few individuals,

mation networx fur key individuals in the
te feen ae one part of an increased problem-
sdnoraticonal inctitution,  The atility to
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analyse problems and interpret them in a wider context is the con-
cerl of everyone enguged In the process. The kind of information
which is relevant would then be defined Ly everyone concerned.

As we have cbserved throushout our analysis, the major prob-
lem is not that information dous not exist, but rather that very
few are interested and take the encrgy to look for relevant infor-

mation. The creation of a peed for relevant information is pro-
bably more important than the expansion ot the information service.
This need is directly connected with the role the individual plays
in the process. Only through real participation in decision mak-
ing, in a dialogue with those concerned, and in active involvement
in the development and evaluation stages, is it possible to create
conditions for communication, An active partner is necessary if
communivcation is tu have any weaning.

A structure for innovation would always have to have links
with the administration of the existing educational system. In
some cases (e.g., Sweden) the innovative structure is integrated
in the ordinary administration. In other cases the innovative
structure is more or lesgs separated from the day-to-day adminis-
tration of the system (e.g. U.K., Norway). One can foresee all
kinds and degrees of integration both at the individual and the
institutional level. We have olserved advantages and disadvan-
tages in all present structures. There is no gne way to organise
the process. A particular combiﬁation of factors in one country
may vall for a solution different from that reguired by the orga-
nisational pattern in ancther country, even if many basic factors
(e.g. type of innovaticns, degree of centralisation) are the same.
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Annex 1

CASE STUDIES OF EDUCATIONAL INNOVATION

1 < AT THE CENTRAL LEVEL

Study

The Schools Council,
United Kingdom

Researcher

Prof. John Nisbet, University
of Aberdeen

2. The Ontario Institute for Prof. Francis S. Chase,
Studies in Education (OISE), former Dean of the School of
Canada Education, University of

Chicago, USA

3. The National Council for Prof. Sixten Marklund,
Innovation in Education (NCIE), National Board of Education,
Norway Sweden; and Eskil Ejérklun ’

Director, Chancellor of the
University's Office, Sweden

4, The New Jersey Administration, Prof. Michael D. Usdan, City
United States University of New York

5. The National Board of Educa- Oddvar Vormeland, Director
tion (NBE), Sweden of Education, Oslc, Norway

6. The Bavarian State Institute Prof. F.E. Weinert,
for Educational Research and University of Heidelberg, and
Planning, Germany Prof. Heribert Simons,

University of Heidelberg,
Federal Republic of Germany
7. Research for Better OJchuols Inc. Prof. Leon Ovsiew, Temple
(RBS}, United States University, USA
2- - AT THE REGIONAL LEVEL
1. Leicestershire, United Kingdom Prof. Brian Holmes,
University of London
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2 - AT THE REGICNAL LEVEL (Continued)

T Dbevon, United Kingdom CERI Secretariat
4 wetzlar, tdecoe, Fedeoval Dr. Helga Metzner, Frankfurt
Republic of Germany am Main, Federal Republic ot

Germany, and
Dr. GUnther Probst, Berlin,
Federal Republic of Germany

3

‘v Tork County Boavd of Kducation, Prof. Jan J. Loubser,
Cutario, Canada Herbert Spiers ang
Carolyn Moody, COntario Insti-
tute of Education, Canada

&0 Malms, Swoeden Dr., Wolfgang-P. Teschner,
University of Kiel, Federal
Kepublic of Germany

3 - AT THE SCHOCL LEVEL

e Josuntestiorps Jollege, Dr. Gerald Bernbaunm, Univer-
Leicester, United Kingdon sity of Leicester, U.K.
2. The mxpervimental Gymnasium, M. Trond Hauge, Department
Csla, Novway for Research and Innovation,
Municipality of 0slo,
Norway
*. Thornlea School, Ontario, Dr. Michael Fullan, The
Canada Ontaric Institute for
Studies in Education, Canada
4+ hpdovre 3chool, Rfdovre, Mr. Tom Pleoug Olsen, School
Denmarx of Educatien, Cophehagen,
Denmark
5« Tagpicla School, Tapiola, Mrs., Lyyli Virtanen, Finland
Finland
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I. BACKGROUND
This firgt unction of the report i3 to place the region in
{ts social, political and educationul context. In general it
should contain as much of the following information as is relevant
and obLtainable,
1) Relevant historical facts,
2) Place {n organisation of administration in nation,
province, state,
3) Major sources of provision of neeas (financial, personnel,
materials, information).
4) Scope and limits of authority and implications for
initiative in innovations:
a) Legal: i) National: Constitution/Leglslation
i1} Regional: TLegislation/Statutory

v) Political de facto
i) FEdueational organisations: teacher's unions -
university agencies - associations or administ-
rators - PTA.
i1) Non-educational: political parties - trade
union organisations - churches - organised big
business.

¢) Eeornomic
Availability of resources associated with legal and
political parameters.

5) Relations with other organisations with implications for
innovation.

(educational, non-educational, formal, informal).

6) Relevant political factors, ceonomic factors and social
factors within the region. Might include population den-
sity, mobility, industrial base, composition of popula-
tion, general values of population as they relate to
education or general educational level of population.

7) Description of internal ecducational organisation - divi-
sion of labour functions, approximate size, etc,

8) Objectives of the regional authority:

- what are they?

- how articulated and established? Derived from what
sources?

- major reception groups and reciplents

- perceptions of means for attaining objectives.
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[1. ADVANCER PRACTICRS

1)  Those practicey chouen for concentration in this report
are to be revealing of ediucational practices in the region and of
styles/processes/methods of implementation, All things being
cqual keep in mint the criterion of potential use or interest to
educators in the QKCD Member countyies, Choose two or three if
possible,

2) Description of the practices: enough so that the practice
be recognisable but not known in all its details., 1If possible
rafer here (using bibliography) to sources of further information
about the practice, It is pogsidble that a relevant piece of
information might be what criteria make the practice tadvanced! -
this in turn may require a brief statement of characteristics of
the old practice, also a note of the advanced practice's intended
effects, The practice might represent a change in goal or a
change ‘n means eof reaching it. Refer if possible and desiradle
to goals of the reglon outlined in 'Background!,

%) Description of each practice will also include a descrip-
tion of the extent to which the practice is in use at the moment;
historical data as necessary to date its introduction, key events
‘n its implementation, etc. Useful information might als¢ include
who were/are primary users of the advanced practice, what persons
or groups were supposed to change thelr benaviour or make use of
new information, skills or materials.,

4} Advanced practices may exist in any one of several pos-
¢ible taxonomies, ore of which is given below largely as an aid
to recognition.

a) Level or stage of education.

t) Aspect of education, .

]

i) Structure

a, reorganisation of vertical arrangements between
‘evels

b, reorganisation of horizontai relationship at
any selected level of education

. urban-rural

Content

a. reorganisation of content/cursiculum

[
-
~—

b, reorganisatinn of timetable
2, introduction of new content
i1} Methois of Instruction

a. introduction of new theories of instruction
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O

be  practices
¢, technology
iv) Administration/Finance/Control

a, devolution of authority - teacher-participation
b, sources of finanee

¢, research units/planning peraonnel
) Note, It ia suggestel that as part of the selected bib-

——

- ti~graphy the address be given of a pevson or source of further
t

intf~rmation about the practice,
111, PROBLEM IDENTIFICATION

1} Although {t is not assumed that problems are i1 all cases
identiried befove solutions are tound, the goneral questions here

»

ared
i) who or what has the power to draw attention to a problem,
to identify {4, and

{1) who or what did so in the case(s) of practice(s) under
Qs

atudy - asauning this process did take placze.

Groups with this power or function might include:
a) YNational Agencis=s
Fiucational: sStatutory
Voluntary
Non-edurational: Statutory
Voluntary
) Regional Agercies
Bodies inside regional organisation with special
resyronsitilities for identifying problems?
)} Scheool Agencies
) Guestiona would include:
a, How can the search for problems be characterised: cons~
‘ious and rational? Accidental?
b, Haz a backlog of problems been organised and arranged in
priorities?
~e What is the listribution of people involved in the search
for problems?
4, I8 any definition made of problems in terms of geals and
objectives of the region?
Keep in mind that answers to these questions must be derived
fron tracing the actual process of provlem identification in the
case{a) under study,
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IV, SOLUTION FORMULATION

1)  Again 1%t should be pointed out that solutions may have
been found before problems are ldentified.

2) The question is who and/or what is generally involved in
solution formulation and who or what has teen involved in the
particular case(s) under study. Impetus may come from outside
the region or from within:

- from national agencies whether educational or non-
educational {(e.g. central institute for educational change,
parl iament) '

- from regional agencies (e.g. local school board, local
planning unit)

- from local schecol or student group

- from processes combining any of the above {(e.g. use of
regsearch data, consultation, etc.)

%) Questions might include:

a, What kinds of information does the region define as
relevant and in what form does it use such information?
How is the region linked to channels of information
about advanced practices, i.e. to learn what is
available and what are possible solutions? (e.g.
nrint, audio-visual, personal contacts, group and
temporary system arrangements),

b, How are these channels created and maintained?

Q
-

What special atructures and processes are involved in
finding solutions, e.g. Development Block, Research
and Development Unit?

fu

What is the rough balance between energy devoted to
search and energy devoted to invention?
e, How can the search for sclutions be characterised?
(Rational and planned? Accidental?)
f« 1In describing how the solution was formulated in the
particutar case(s) under study, key information would
include:
- Who or what were involved in *he formulation process?
- %hat evidence was used in arriving at the solution
and hcw was this evidence gathered?
- What (if any) were notable stages during formulation?
e.g. Ixperiments and consequent modification? Any
attempts to consider alternatives which might
achieve the same effects?
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'R SOLUTION ADOPTION

1) The power of decislon actually to adopt a certain solu-
tion may be statutory in nature, may be imposed from outside the
region. may be within the bounds of regional .authority, or may
rest upon compromise between the region and outside authority.

2) Again the point {3 to derive general procedures in the

regilon from precise description of the process the case{s) under
study.

3) Questions might include:

a, Identification of the groups (formal or informal)
which may be involved in solution adoption, i.e. have
the power de facto or de Jjure to block or oppose the
adoption of a particular solution. (Pay attention to
neople who may participate in groups outside the formal
organisation,)

b, Identification of groups or persons involved in making
decisions to adopt, and the general processes by which
decisions are usually made,.

o In describing the particular case(s) under study, key
information should include:

- Who or what made the decision to adopt a solution?

- Who or what persons or groups opposed the dgcision,
on what grounds, in what ways, and with Whai results
(including how were they managed if relevant)?

- Who or what persons or groups supported the decision,
on what grounds, in what ways, and with what results
{including how were they managed, if relevant)?

VI, THE PROCESS OF IMPLEMENTATION: GENERAL PROCEDURES FOLLOWED
1) Is there one overall concept or strategy of change that
rervades the change activities?
a. Active: 1Is there a planned strategy or philosophy?
How well articulated is this strategy or philosophy?
Can people talk about it? Has experience changed it or
has it been modified over time? Iz there internal con-
Fensus within the relevant agencies or groups on a
vhilosophy of change?
b. Discerned: Can a strategy be discerned e.g. power-
coercive, rational-empirical, normative-re-educative?
2) Four phases can be isolated: Preparation, Implementation,
Evaluation, Diffusion (i.e. throughout the rerion).
a, Can these phases be discerned in the case(s) under study?

272

ERIC

Aruitoxt provided by Eic:



b, Who ant/or what is involved in each stage?
¢, For each, the following information be included:
Preparation: Preparation may be psychological or institu-
tional (e.g. training for use of new equipment) or both. Gene-
rally the question ls what is the general pattern employed in
preparing to introduce or try an advanced practice, and what were
the stages in the case(s) under study? I[n particular:
a. Were there attempts to secure commitment? (or attempts
to convince, or announcements?)
b. Were there any attempts to define the problems of the
users? To define who needed what kind of preparation?
How such needs might be met?
¢ How were training needs met? Any attempt to acquire
relevant resources from within or without the system?
To work .in a collaborative manner with various concerned
groups in the system?
1., How were financial concerns sorted out?
e. What organisational patterns existed to manage the pre-
paration phase?
f. On what was the Jjudgement based that preparation has
peen adequate? Who made such a decision?

Implementation:
a, Where and on what scale was the practice first imple-
mented?

t.  Who or what was involved in this decision?

¢+ Who or what groups were involved in the implementation?

d, what problems arose and how were they handled?

e. What organisational'patterns existed to manage the imple~
mentation phase?

Evaluation: (i.e. before the rractice was diffused through-
out the regicn)

a. Was there any conscious attempt to evaluate and modify
accordingly? ‘

b, What provisions existed in evaluation?

¢, Who or what perszons or groups were involved in the evalua-
tion?

d. What modifications resulted if any?

e, Were the effects of the advanced practice and/or modifi-
rations intended or not?

f. Were effects measured qualitatively? Quantitatively?

g. Wnat organisational patterns existed to manage the
evaluation?
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h, On what was the Judgement based that evaluation and/or
subsequent modification was complete? Who made such a
decision?

Diffusion:

a, Upon what was the Jjudgement based to implement the pro-
cess throughout the region? Who made such a decision?

b.. Who or what groups were involved?

¢, Did the process differ from that of the original imple-
mentation? How?

d, What organisational patterns existed to manage the dif=-
fusion stage?

VII. EVALUATION PROCEDURES AND MODIFICATION

1) The advanced practice(s) under study have presumably to
some extent been disseminated throughout the region.

2) 1In the opinion of the regional organisation and/or the
public (if possible) have these practices had the intended effects?
What degree of success have they had? What unintended effects
have they had? What impact? What are primary reasons for suc-
cesses and failures in impact?

VIII.OTHER ACTIVITIES IN THE REGIONAL ORGANISATION AS THEY RELATE
TO THE CHANGE PRCCESS
Insofar as possible and relevant note what arrangements have
been made for such items as the following, and how they help or
hinder the change process:
1) Utilisation and management of the Internal Environment,
a. The logic of the division of labour, how is it related
to the process of change? Does it help or hinder? Has
it been modified through experience?
b. Working relationships between chief education officers
and administrative subordinates.
¢. Working relationships between central office people and
school heads and teachers.
d. Personnel practices - recruitment, selection, placement,
‘n-service training, promotion, rewards.
e. Communication patterns, status and authority relation-
ships and decision making processes. )
2) Utilisation and management of External Environment.
- How is the region linked to sources of aid or support
in its external environment?
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- How are these links utilised or managed?

- What aid does the region receive from its external
environment?

- How does (t manage non-aiding sectors of its environ-
ment?

IX, RESEAKRCHER'S OWN EVALUATION, SPECULATION, ETC.

The situation in a given region has so far been described
authent{cally; here the researcher may want to draw on his own
Knowledge, etc., and speculate on such things as major sources of
resistance to change, major sources facilitating change, change
canracity, openness to change, etc.

Havelock's "Overall Evaluation” section, prepared for the
regional group at the CERI seminar, is reprinted as a possible
guide t0 scme areas that might be covered,

Overall Evaluation: (Rate and give evidence which stands

out where possible)

A. How well does the regional office handle linkage (chan-
nels of communication, Jjoint effort)?

1. Linkage to other resource systems (universities, govern-
ment agencies, etc.)

2. Linkage among staff and administrators within regional
office

3. Linxage to regions

4, Linkage to schools

5. Linkage to teachers (if applicable)

6, Linkage to students (if applicable)

B, How well does the regional office structure change
efforts?

1. Planning

2. Diagnosing

3. Goal setting

4, Division of Labour - Specification ¢f Tasks
5. Monitoring of Change Process

5. Evaluation of Results

C. Does the regional office exhidit openness to change?

1. Accepts .nputs from other resource systems

2. Actively seeks cut resourczs

3. Looks for and chocses among alternative solutions
4, Willing to change goals, procedures
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[E

5, Avcepts feedback from students, teachers. regions schools
6. Able to audapt as well as to adopt thenm

D. Doeds the regional office have adequate capacity to inno-
vate?

1. Level of training and skill of sewaff

2. Financial resources

3. Amount of staff time

4, Able to invent and build solutions as well as to adapt,
adopt, disseminate

E. How well does the regional office orchestrate change
processes?

1. Able to employ multiple media and strategies to bring
about change

2. Able to persist in change efforts with particular clients
over time, including repeated inputs and follow-up

F. Which of the major models of change is best exemplified
by the work of this regional office?

NOTES AND COMMENT

1. This is a general outline, not exhaustive, which suggests
some of the information which might be included in various sec-
tions of the report. It is assumed that not all points will be
relevant to each sitei furthermore any site may require examina-
tion of points not fully covered here.

2. It iz desirable but not absolutely necessary that each
report follow to some extent the order of sections found in the
attached guidelines. Whether or not chapter headings are the same
is at this stage a matter of personal preference,

3. Writing style: these reports are being written with the
non-academic reader in mind. Use narrative form where possible,
See also Mattiaew Miles comments pp.1-2 Comments on CERI Case
Studies of Educational Innovation. Notes regarding form of biblio-
graphy etc. to follow soon.

4, Sources of information for the case studies include
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newspapers, internal documents, interviews, observation, question-
naires, etc.

5. The emphasis in all these studies i{s on the process of
change and other information, e.g. 'background', is to be included
insofar as possible, only as it is relevant to the process of
change,

6. It was agreed at the scminar that each researcher would
also include a brief introductory statement stating major methods
of obtaining information, the balance struck between the various

‘methods, possidle shortcomings, etc.
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